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REFLECTIONS ON PROFESSIONAL LEARNING:
AN AUTOETHNOGRAPHIC STUDY IN THEORIES OF PRACTICE
This autoethnographic project extends the work of Argyris and Schön (1974); Houchens
(2008); Houchens and Keedy (2009); Houchens, Hurt, Stobaugh, & Keedy (2012); and
Houchens, Stewart, and Jennings (2017) by replicating an experiment in reflective practice using
a self-coaching protocol as a means for mapping one’s own theories of practice. Relying on selfreflexivity to study professional learning in a culture of school reform, the author used Argyris
and Schon’s (1974) theories of practice as a conceptual framework by adapting a self-coaching
protocol (Houchens, 2008; Houchens et al., 2012; Houchens et al., 2017) and pairing it with selfobservations of video-recorded instructional coaching sessions to explore the question: In what
ways did my theories of practice around instructional coaching evolve as a result of deep
reflection? The author mapped four theories of practice around problems of practice focusing on
relationships, feedback, and trust as well as balancing relationships while coaching to improve
student achievement. While the author did not notice major changes to her coaching skills,
through reflecting on her theories of practice she developed self-awareness of her assumptions,
values, and behaviors and made connections between her experiences and the existing literature
around instructional coaching and professional learning.
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CHAPTER 1: INTRODUCTION
Students have never needed high-quality instruction more than they do now. In March of
2020, the COVID-19 pandemic stopped learning in its tracks for students across the world. One
year later, schools in the United States are beginning to return to something resembling a routine,
but most are using hybrid schedules that may only include instruction four days a week or utilize
virtual learning instead of face to face. Students have missed months of in-person instruction,
possibly equating to huge gaps in learning. The Northwest Evaluation Association (NWEA)
projected a 30% loss of learning in reading and as much as a 50% loss in math (Kuhfeld &
Tarasawa, 2020). While that might seem reasonable given the changes brought about by
COVID-19, our nation was already suffering from low student achievement with recent
Programme for International Student Assessment (PISA) scores ranking the U.S. 25th out of 79
nations on an average score of math, science, and reading (Barshay, 2019). Education policy has
long been focused on school improvement, in some cases emphasizing teacher evaluation and
professional development. Perhaps the losses incurred during the pandemic will create the sense
of urgency required to foster reflective practice and professional learning so that we can make
the improvements our students desperately need, to close the learning gaps.
As educators begin the necessary work to make a difference for these students affected by
the COVID-19-slide (Kuhfeld & Tarasawa, 2020) and the overall quality of instruction,
education leaders will need to choose the most effective professional learning experiences
available. Every year we spend billions of dollars on professional learning in American schools,
and unfortunately, most of the training sessions do not yield the expected result (Jacob &
McGovern, 2015). The New Teacher Project (TNTP) reported that in three districts studied only
three out of every ten teachers improved over the three-year period (Jacob & McGovern, 2015).

However, not all professional development is ineffective. Many researchers who have studied the
impact of instructional coaching as a form of professional development have discovered positive
results of coaching on teacher efficacy (Aguilar, 2013; Knight, 2011; Kraft, Blazer, & Hogan,
2018).
Kraft et al. (2018) reported that instructional coaching works, improving teacher efficacy
by 0.49 standard deviations. While Kraft et al. (2018) reported that the individualized nature of
coaching was a reason for its effectiveness, the authors also noted that not all coaching is equally
effective, indicating that the quality is more important than the quantity of sessions (p. 23).
Aguilar (2013) referred to coaching as “an essential component of an effective professional
development program” (p. 8) and provided the necessary conditions for coaching success.
Among those necessary conditions, Aguilar (2013) listed professional development for coaches
as well as teachers, indicating that coaches also need to continue their learning in the areas of
content knowledge as well as coaching skills. Just as teachers must continually improve, so
should instructional coaches refine their practices through professional learning and reflection to
make a difference. This is the story of my learning as I, an instructional coach, participated in
deep reflective practices so that I could make a difference for myself and for the teachers and
students at my school.
Background of the Study
To better understand the nation’s concern for education efficacy, one can examine the
history of education policy in the United States (U.S.). While education is not found in the
Constitution, federal education policy began in 1867 with the creation of the U.S. Department of
Education, which was originally designed only to gather data to aid in educational decisionmaking for effective schooling (U. S. Department of Education, 2021). Since then, several major
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funding policies established a sense of federal government influence in education including the
Elementary and Secondary Education Act (ESEA) of 1965, the No Child Left Behind (NCLB)
Act in 2002, and most recently the Every Student Succeeds Act (ESSA) in 2016. While most
education funding is generated at the local and state levels, about eight percent of funds come
from the federal government, so these legislative acts became important to school officials who
were required to follow the regulations.
With the NCLB legislation, former President George W. Bush placed an emphasis on
improving instructional quality within school districts across the nation. NCLB required school
officials to follow an accountability system, hire qualified teachers, engage families, and provide
students with adequate resources. The testing requirements that accompanied the accountability
system established an expectation that all students would score, at minimum, proficient
according to their state’s proficiency ratings by the 2013 school year. Students’ scores would be
attributed to a school proficiency rating that would be published for communities in the form of a
school report card. Low-performing schools and districts would receive support from the state
and could possibly face state takeover. State education officials would also now have to
implement teacher evaluation systems to ensure students had access to quality teachers.
In 2015, when a majority of schools had not met the proficiency requirements set by
NCLB, former President Barack Obama signed the Every Student Succeeds Act (ESSA). This
legislation provided funding to support disadvantaged students by establishing criteria for high
quality preschools and by requiring states to adopt more rigorous academic standards and meet
college and career readiness guidelines. The accountability requirements still included
standardized testing and reporting of proficiency scores. Just like with NCLB, low-performing
schools faced the possibility of state takeover. ESSA also provided funding to improve the
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quality of teaching, and the definition of professional development was updated to include
“activities are sustained (not stand-alone, 1-day, or short-term workshops), intensive,
collaborative, job-embedded, data-driven, and classroom focused” (U. S. Department of
Education, 2016, p. 11). This change reflected the professional learning standards established by
Learning Forward, a professional learning organization for educators, and the new definition was
timely as the researchers at The New Teacher Project (TNTP) released the Mirage, a report that
revealed issues with traditional professional development activities.
According to the authors of the Mirage (Jacob & McGovern, 2015), only about 30% of
teachers improved their performance over the three-year study despite being exposed to
professional development. The implications from these results include school districts defining
what professional learning looks like for their teachers and individualizing that learning so that
educators receive the appropriate feedback and support necessary for improvements (Jacob &
McGovern, 2015). Instructional coaching either from the principal, a peer observer, or a
designated coach could provide the type of individualized learning described in both the Mirage
(2015) and in the ESSA (2016).
Learning Forward, an educator professional development organization, established
common role descriptions for instructional coaches which included facilitating school and
district professional development, providing classroom support, leading professional learning
community (PLC) meetings, analyzing data, and helping others use data to drive decision
making (Killion & Harrison, 2018; Knight, 2007; Kraft et al., 2018). In addition, Killion and
Harrison (2018) listed “learner” as a coaching role, and defined it as “modeling continuous
learning, in order to be current, being a thought leader in the school, and modeling reflecting on
practices” (p. 7). These descriptions define the role of an instructional coach; however simply
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performing these duties will not ensure that the coach meets the main goal of the job, improving
teacher efficacy.
In order to make a positive impact on teachers’ practices, coaching must be of quality,
and several studies have been conducted to provide indicators and characteristics of effective
coaching. Across multiple texts, Knight (2007, 2011, 2018) described an approach to coaching
that positioned the coach as a partner and collaborator with the teacher and provided a set of
guiding “partnership principles” for this method of coaching. According to Knight (2007, 2011,
2018), effective coaches use seven principles to guide their work: equality, choice, voice,
dialogue, reflection, praxis, and reciprocity. In other research, Aguilar (2013) provided a set of
beliefs and practices for coaches to be used as guidance for their work centered on building trust
and working from one’s core values. Few individuals have all the qualities described by these
researchers; someone might have Aguilar’s (2013) dispositions for coaching but lack Killion’s
and Harrison’s (2018) recommended data analysis skills. For this reason, coaches need to have
access to quality professional learning.
Much of the literature surrounding coaching indicates a need for professional learning for
instructional coaches; however, specific research targeting professional learning for coaches is
limited (Gallucci, Van Lare, Yoon, & Boatwright, 2010). Knight (2006) listed “coach received
appropriate professional development” as one of three most important predictors of success for
coaching programs. With the variety of types of responsibilities instructional coaches are
accountable for, ensuring appropriate professional development would mean individualized
learning opportunities based on coaches’ needs. Boatwright and Gallucci (2008) presented that
very issue with professional development for coaches, resulting in this question: “What do
coaches need to develop their own learning?” (p. 5). The available research is vague in
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describing the types of learning in which instructional coaches are participating, indicating a
need for more specific studies.
This study connects the professional learning in which coaches participate with theories
of practice (Argyris & Schön, 1974) to describe the learning process that occurs through the
work of the coach. A considerable body of research exists about theories of practice as they are
used to improve professional effectiveness (Aryris & Schön, 1974; Houchens, 2008; Houchens
& Keedy, 2009; Houchens et al., 2012; Houchens et al., 2017; Keedy, 2005; Keedy & Achilles,
2003; Schön, 1983). Argyris and Schön (1974), who worked across disciplines to research the
connections between the thinking and behavior of professionals, explained that behavior is
governed by theories. Theories of action are the beliefs that explain or predict practices as they
occur in certain situations under a set of assumptions. An interrelated set of theories of action is
referred to as a theory of practice (Argyris & Schön, 1974, p. 6). Practitioners are guided in their
decisions and behaviors by their underlying theories, but their espoused theory of action does not
always match their theory-in-use, the theory that “actually governs [a person’s] actions” (Argyris
& Schön, 1974, p. 7). The only way to identify the true theory in use would be to observe the
subject in practice (Argyris & Schön, 1974, p. 7). If the espoused theory-in-use does in fact
match the subject’s observed theory-in-use, the individual has congruence of the theories, which
indicates the person is who he claims (Argyris & Schön, 1974, p. 23). If the individual lacks
congruence between the espoused theory and the theory-in-use, he might feel an urge to change
either the behavior or the theory as this dissonance may create apprehension (Argyris & Schön,
1974, p. 23). The changes in behavior and/or theory made by the practitioner illustrate the
process of learning.
Argyris and Schön (1974) developed a framework to guide practitioners in improving
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their effectiveness called theories of practice. Their work has been explored in many contexts
including the education field (Houchens, 2008; Houchens & Keedy 2009; Houchens et al., 2012;
Houchens at al., 2017; Keedy, 2005; Keedy & Achilles, 1997; Schön, 1983). The theories of
practice studies conducted in the field of education thus far have approached the theory using a
case study design with the researcher(s) serving as coaches to a principal or group of principals.
Answering the call for additional studies by Houchens et al. (2017), other educators could benefit
from the theory of practice framework, including instructional coaches. In the present study, I
chose to build on the work of Houchens et al. (2017) by using the theories of practice framework
as a structure for coaching myself while simultaneously studying my own professional learning
experience as I worked in a culture of school improvement.
Argyris and Schön (1974) related theories-in-use to learning and presented two models to
illustrate the process of learning for instances in which the individual changes either the practice
or the theory behind the practice. Model I explained learning outcomes for behaviors that seek
rewards instead of intrinsic satisfaction (Argyris & Schön, 1974, p. 82). When the practitioner,
who is confronted with an undesired outcome from his or her behaviors, changes the practices to
achieve the desired outcome the learning exhibited can be described as “single loop” learning
(Argyris & Schön, 1974). Argyris and Schön found that participants whose governing variables
included "maximizing winning and minimizing losing” and had action strategies including
“owning and controlling the task” experienced single loop learning, and their learning
consequences included “defensive interpersonal and group relationships” (1974, p. 68).
In contrast to the Model-I behaviors and learning outcomes, Model II describes behaviors
that result in effectiveness and positive consequences for quality of life (Argyris & Schön, 1974,
p. 87). The governing variables of Model II include valid information, free and informed choice,
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and internal commitment to the choice and constant monitoring of its implementation.
Consequences for learning in Model II include (a) dis-confirmable process, (b) double-loop
learning, and (c) public testing of theories (Argyris & Schön, 1974, p. 87). Double-loop learning
results in a change to the underlying beliefs and assumptions held by the learner. Argyris and
Schön (1974) stated that people behaving with Model II characteristics “tend to be open to
possibilities for change in behavior” (p. 91) and theories-in-use based on Model II do not tend to
be self-sealing” (p. 92). Argyris and Schön (1974) have called for further research on the
“development of Model II methods” (p. 95). I seek to contribute to Argyris and Schön’s (1974)
work by studying myself in the context of reflection and self-coaching for professional growth.
To my knowledge, no study has been conducted to describe the introspection of a participant’s
experiences of deep reflective practices to achieve Model II learning consequences like doubleloop learning.
Houchens (2008) used the Argyris and Schön (1974) framework as he studied four
principals’ theories of practice along with their effects on teachers. He also explored the extent to
which effective principals engaged in true double-loop learning. The results of Houchens’ (2008)
qualitative study suggested that the principals shared many theories of practice, including: “(a)
inviting teacher input, (b) building positive personal relationships, (c) providing feedback, (d)
promoting continuous teacher professional growth, (e) meeting individual student needs, (f)
encouraging teacher autonomy, (g) unifying staff around a common mission, and (h)
encouraging teacher collaboration” (p. 260). Houchens reported that while these principals did
use reflective practices, “there was only one consistent example within the data of double-loop
learning” (2008, p. 284). This led to Houchens’ question, “Why was there little evidence of such
a dynamic process of experimentation, inquiry, exploration, and reflection?” (2008, p. 286).
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Houchens indicated in response to his question that more research using the theories of practice
framework is needed, and suggested research in a variety of educational setting with teachers or
other stakeholders as participants.
In 2012, Houchens, Hurt, Stobaugh, and Keedy built on Houchens’ (2008) research by
utilizing Houchens’ and Keedy’s theories of practice framework (2009) to create a protocol for
coaching principals to encourage reflective practice in the area of instructional leadership.
Houchens et al. (2012) served as researchers and coaches in the study, using the protocol to
coach principals through a process of identifying, testing, and refining problems of practice. The
coaching protocol allowed all four principal participants to reflect on their theories of practice
around instructional leadership and engage in double loop learning, albeit at different levels
(Houchens et at., 2012). Through their work, the authors revealed implications for further study
of the theories of practice coaching protocol for educational roles in addition to the principal
(Houchens et al., 2012). In addition, Houchens et al. (2012) recommended a study to examine the
role of coach as a subject and participant to better understand coaching efficacy.
Houchens, Stewart, and Jennings (2017) continued the Houchens et al. (2012) research,
using the coaching protocol with a different group of principals in a different setting. For the
2017 study, Houchens and Stewart coached principals to identify, test, and refine their problems
of practice, but also engaged the participants in group discussions that focused on progress
toward improving their problems of practice. The principals reported that the group discussions
created a sense of accountability as well as affirmation that other principals experience problems
of practice too; however, after analyzing the data, the group coaching factor bared no significant
difference in the results as compared to the Houchens et al. (2012) study (Houchens et al., 2017).
Therefore, the authors recommended further research on using the protocol with individual
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educators, once again suggesting examining the role of the coach (Houchens et al., 2017). For
this study, I adapted the Houchens et al. (2017) coaching protocol to be used as a self-coaching
protocol, which I conducted on myself as a member of both cultures of school improvement and
instructional coaching, to explore my own experiences in developing professional effectiveness
with the theories of practice framework.
Many researchers have examined the roles, characteristics, and behaviors of instructional
coaches from an outside lens, but studies that reveal a personal experience from an inside
perspective are harder to find. This is due in part to the requirements of most qualitative research
methods to separate the researcher from the subject of the study. However, a relatively new
branch of qualitative research exists that encourages the researcher to study a culture or group
through a reflective personal account, as a member of the culture being studied. Autoethnography, according to Ngunjiri, Hernandez, and Chang (2010) “utilizes data about self and
its context to gain an understanding of the connectivity between self and others within the same
context” (p. 2). When a researcher chooses autoethnography, he or she is choosing to write about
how he or she experienced the culture from a first-person perspective, which contributes to the
existing research by providing a different lens (Adler & Adler, 1987). Autoethnographers include
feelings and first-hand descriptions of events that might be unpleasant or upsetting, leaving
themselves vulnerable to readers’ reactions (Chang, 2013; Ellis & Berger, 2003). These
researchers are seeking to relate to readers who may have experienced similar situations with the
idea of advocating a call to action (Jones et al., 2013). Autoethnography has roots in reflection
and reflexivity, which makes it a good method for research steeped in reflective practice (Chang,
2013). However, Chang (2016) separated autoethnography from other self-narrative methods due
to the emphasis on cultural analysis and interpretation required by autoethnography (p. 43).
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This study requires an autoethnographic approach for multiple reasons. One reason is that
educators may want to know what it is like to be an instructional coach. While an outside
researcher can describe what he or she sees when studying a coach, he or she may not know what
it feels like to be a coach and cannot, therefore, describe those feelings and experiences in a firstperson account. To reveal a complete picture of the life experiences of an instructional coach, we
need coaches to tell their stories, including their successes alongside their struggles. My
proposed study will allow me, an instructional coach, to tell one such story. At the heart of
autoethnography is reflexivity (Chang, 2016; Ellis, 2007), which works like a mirror I can hold
up to study not only myself and my practices more clearly but also myself as a member of a
larger group, the culture of school improvement through instructional coaching. Moreover, the
process of writing an autoethnography may also serve as a coach’s coach, which I did not have
before. As the instructional coach, I am the one who serves as a mirror for teachers to see
themselves and their practices more clearly, but I have no one to hold that mirror for me.
Another reason autoethnography made sense for my study was because of the similarities
between this method and my chosen conceptual framework, theories of practice (Argyris &
Schön, 1974). Denzin (2014) defined autoethnographic projects as “the studied use of and
collection of life documents that describe turning point moments in an individual’s life” (p. 35).
In this study I consider Denzin’s turning point moments to be the learning or cognitive shifts that
I experienced through deep reflective practices. My study builds on Argyris and Schön’s (1974)
conceptual framework for theories of practice, which relies on conditions similar to the
underpinnings of autoethnography. Ellis (2013) described autoethnography as “a way of being in
the world” (p.10) and described the requirements of the methodology: “examine our lives
…consider how and why we think, act, and feel as we do” (p. 10). Argyris and Schön essentially
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created a means by which practitioners can carry out Ellis’ requirements, whereby individuals
could construct a model for revealing their underlying assumptions and theories of practice in
general. I plan to construct just such a model to reveal my assumptions, problems of practice,
and theories in use.
Ellis (2013) further elaborated on the requirements of autoethnography by stating, “we
observe ourselves observing … interrogate what we think and believe … challenge our own
assumptions, asking over and over if we have penetrated the many layers of our own defenses,
fears, and insecurities” (p. 10). These actions are like the goals laid out by Argyris and Schön for
“constructing models of theories-in-use,” which included:
Produce data that help the individual to learn; help individuals gain insight into the
conditions under which their defenses, as well as their theories in use, inhibit and
facilitate growth and the growth of others; provide information which individuals can
design programs for self-improvement, gain help from others, and evaluate their progress
. . .” (1974, p. 39).
The authors clarified conditions for the goals to be achieved, one of which was
conducting the study in “an atmosphere that allows the individual to reveal his behavior to
himself with minimal conscious distortion” (Argyris & Schön, 1974, p. 39).
Research Problem
As an instructional coach, I consider myself to be a lead learner (Fullan, 2014) among the
faculty of the school because I feel responsible for building a learning culture and learning
alongside the teachers with whom I work. Much of the learning in which I engage happens in
isolation while I am reading a book, watching a webinar, or listening to a coworker. Being an
emphatic learner, I am often curious about how my brain works in the context of improving my
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professional practices. I used Argyris and Schön’s (1974) theories of practice framework to
explore my professional learning so that I could see how to change my practices and possibly my
beliefs to become a more effective instructional coach. Due to the focus on reflection and
learning emphasized in the theories of practice (Argyris & Schön, 1974) framework, I have
chosen autoethnography as a method for studying the culture of school improvement through my
perspective and experience as an instructional coach. With the outcome of both autoethnography
and theories of practice being to reveal one’s learning about oneself, autoethnography provides a
unique way to study one’s own theories of practice so that the researcher could apply the theories
of practice goals to him or herself, which is what I intend to do in this, the first autoethnography
based on the theories of practice (Argyris & Schön, 1974).
My research questions are introspective, relying on deep reflection, but they also
illuminate the culture of school improvement through the lived experiences of the instructional
coach. The study is rooted in the work of Argyris and Schön (1974), Schön, (1983), Houchens
(2008), Houchens, Hurt, Stobaugh, and Keedy (2012), and Houchens, Stewart, and Jennings
(2017), in which I sought to answer the question: In what ways did my theories of practice
around instructional coaching evolve as a result of deep reflection through a self-coaching
protocol? The following four questions, which are adapted from the aforementioned studies,
frame my research:
1. What are my theories of practice for coaching specific teachers in improving their
instructional performance?
2. How did the self-coaching protocol guide my discovery of effective coaching
practices?
3. How did I perceive the benefits or limitations of the self-coaching protocol in
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conjunction with using video to see myself from an outside perspective?
4. Does my use of theories of practice conform with Argyris and Schön’s conception of
double-loop learning and Schön’s conception of the “Reflective Practitioner”?
Definition of Terms
Coaching
The act of coaching has been used across a wide range of professional domains and has a
similar meaning in each of the different professional contexts with the base word coach (v)
meaning “to instruct, direct, or prompt as a coach” (Merriam-Webster). However, the specific
behaviors and knowledge base changes depending on whether the context is sporting, business,
or academia. Due to the school setting in which this study takes place, I will use the context of
academia for defining and describing the specific behaviors of coaching. Killion (2009)
explained that coaches are “school-based professional development specialists who work with
individuals and teams to design and facilitate appropriate learning experiences, provide feedback
and support, and assist with implementation challenges” (p. 9). In working with teachers and
teams to improve instruction, coaches take on many roles including data analysis, providing
resources, mentoring teachers, serving as curriculum and instructional specialists, supporting
teachers in the classroom, facilitating learning in small or large faculty groups, contributing as a
school leader, being a catalyst for change, and being a learner (Killion, 2009, pp. 9-13).
Ultimately, coaching in the field of education is centered around “refining and honing teaching,
and their indicator of success is student academic success” (Killion, 2009, p. 9).
In this study, two separate forms of coaching will be explored. My profession is that of an
instructional coach, so my practice that I am working to improve is instructional coaching of the
teachers with whom I work. In addition to my profession, this study is designed to include self-
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coaching (Losch et al., 2016; Slitter & Christiansen, 2012) as part of the methods of reflection
for learning. Therefore, I will be using a self-coaching protocol (Houchens, 2008; Houchens &
Keedy, 2009; Houchens et al., 2012; Houchens et al., 2017) as a form of self-improvement and
professional learning.
Espoused Theories and Theories in Use
Argyris and Schön (1974) included the terms espoused theories and theories-in-use when
explaining the human behavior. Theories-in-use are made up of the set of beliefs and underlying
assumptions that govern our actions and behaviors (Argyris & Schön, 1974, p. 6). Often, people
are not aware of the underlying reasons for their actions, and so theories in use are developed by
observers who take under consideration the social norms, culture, context, and many other
factors when crafting the theories. Espoused theories are theories people “communicate to
others” which may or may not be accurate (Argyris & Schön, 1974, p. 6). If the espoused theory
matches the theory-in-use, the theory has congruence; however, frequently, these two theories
are inconsistent.
In this study, I used deep reflection to differentiate my theories-in-use from my espoused
theories while learning about my coaching behaviors and the underlying beliefs and assumptions
governing them.
Instructional Coaching
Knight (2009) defined instructional coaching as “partnering with teachers to help them
incorporate research-based instructional practices into their teaching so that students will learn
more effectively” (p. 18). In order to partner with teachers effectively to impact student
achievement, the instructional coach requires a wide skillset including content expertise
pedagogical knowledge, and interpersonal skills (Kowal & Steiner, 2007). Knight (2009)
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explained that most importantly, instructional coaching operates from the theory of the
partnership principles (p. 31). While the seven partnership principles will be more clearly
described in chapter two, each principle is listed here to add clarity to the approach taken by the
instructional coach:
1. Equality: Instructional Coaches and Teachers are Equal Partners.
2. Choice: Teachers Should Have Choice Regarding What and How They Learn.
3. Voice: Professional Learning Should Empower and Respect the Voices of Teachers.
4. Dialogue: Professional Learning Should Enable Authentic Dialogue.
5. Reflection: Reflection Is an Integral Part of Professional Learning.
6. Praxis: Teachers Should Apply Their Learning to Their Real-Life Practice as They
Are Learning.
7. Reciprocity: Instructional Coaches Should Expect to Get as Much as They Give
(Knight, 2009, pp. 32-33).
These partnership principles form the theory upon which I base my decision-making as an
instructional coach in this study. I also rely on Knight’s list of duties for instructional coaching
as my basic practices: (1) enroll clients; (2) identify goals; (3) explain the teaching practice; (4)
provide a model of the instructional strategy; (5) observe the teacher implement the practice; (6)
explore the data from the lesson; (7) refine practice; (8) reflect on the learning (2009, pp. 36-50).
These practices make up the work of a coaching cycle, and will be explained further in Chapter
Two, the Literature Review. While the work of a coaching cycle is a major component of my
work, instructional coaches have many other job duties as well. The roles listed in the definition
of coaching also apply to me as an instructional coach in my district. In this study, I will use this
definition of instructional coaching when referring to my own job description, as this most
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closely aligns with my own job title as well as my approach to coaching.
Professional Development
The term “professional development” is used throughout this study when discussing
learning around professional practice. It has been defined in the Every Student Succeeds Act
(ESSA) as “activities that …are sustained (not stand-alone, 1-day, or short-term workshops),
intensive, collaborative, job-embedded, data-driven, and classroom focused” (S. 1177, Section
8002, page 295, paragraph 42). Professional development (PD) is required of United States
educators including instructional coaches and school leaders. It is up to the local school district
to ensure that faculty have access to and participate in the required PD activities. In the school
district where this study takes place, I, the instructional coach, provide some of the PD activities
for the teachers and also participate in at least 24 hours of PD activities myself.
Theories of Action
Argyris and Schön (1974) explained the connection between research and practice with a
framework for learning. Within that framework, the authors used the term “theory of action” to
explain or predict human behaviors which depend on a set of underlying values or beliefs,
defining it as “a theory of deliberate human behavior which is for the agent a theory of control
but which, when attributed to the agent, also serves to explain or predict his behavior” (p. 6).
Theories of action can be written in an “If … Then” hypothesis format.
Theories of Practice
According to Argyris and Schön, “a set of interrelated theories of action that specify for
the situations of the practice the actions that will, under the relevant assumptions, yield intended
consequences” (1974, p. 6).
Reflective Practitioner
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Shön (1983) described what it is to be a “reflective practitioner” by defining a
practitioner as a professional who works in the field practicing the skills and using the tacit
knowledge associated with that area of specialization or discipline. With this definition, one
could associate a teacher with being a practitioner in the field of education or an instructional
coach as being in the profession of education leadership. Shön (1983) added to the description
the idea that practitioners engage in their work making decisions and practicing their skills based
on their implicit knowledge of the task at hand, and this he called “knowing-in-action.” When
the practitioner thinks about what he or she is doing, trying to understand it on a deeper level or
solve a problem that has occurred, then he or she is reflecting in action. Schön (1983)
differentiates between reflecting in action and reflecting on action as thinking while the task is
being performed like a musician during a concert versus thinking back on a completed project.
The author established an importance for studying reflection-in-action, stating, “When someone
reflects-in-action, he becomes a researcher in the practice context” (Schön, 1983, p. 68).
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CHAPTER II: LITERATURE REVIEW
I became a high school literacy coach for my current school district five years ago when
the district obtained a federal grant to improve the effectiveness of literacy instruction in the
school district. In fact, the district was able to hire two other coaches with that grant award, and I
remember all of us being excited to begin the work of school improvement. On our first day, we
took a tour of all the schools and classrooms in the district with the superintendent and assistant
superintendent. As we moved from classroom to classroom, I remember an increasing level of
concern for the students and feeling somewhat overwhelmed by the scope of work that was being
presented. At one point a second grade reading teacher seated with her small group said to us,
“They can’t read, so I don’t know if you’re going to see what you need to hear.” One of the
coaches made eye contact with me, and we both groaned with empathy for the students who now
had affirmation from their teacher that reading was out of their reach.
Like other districts in the United States, we have seen many changes over the past five
years with leadership turnover and job changes. I have moved from high school literacy coach to
elementary school assistant principal, and finally to District Instructional Facilitator. I continue
to serve as a coach for our teachers in the elementary school but have had to work in isolation in
the past year because the other coaches have also moved to new roles. School improvement is
difficult and looks different in every classroom, every school, and every situation. The one
constant for me in this work of school reform has been that I must remain a learner, and through
that learning, I am able to maintain my passion for education. Perhaps it is this constant hunger
for learning that has led me to this autoethnographic project, in which I have studied professional
growth as it exists in a culture of school improvement. This chapter reviews the literature relating
to a culture of school improvement, instructional coaching as a vehicle for professional
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development, and the use of theories of practice as a framework for reflecting on one’s practice
as a means for self-improvement.
A Culture of School Reform
While much debate has ensued over how to improve education, the American public has
demanded quality public schools (Pew Research Center, 2021; Sargrad, Harris, Partelow,
Campbell, & Jimenez, 2019). This has resulted in many changes in legislation over the past
century as the focus of improvement has shifted from access and equity to accountability and
achievement (Shannon, Snyder, & McLaughlin, 2009; West & Peterson, 2003). School districts
spend billions of dollars each year on professional learning (Jacob & McGovern, 2015) and
countless hours studying achievement data to develop continuous improvement plans. Teachers
and education leaders have reported an incredible amount of pressure in working under rigid
accountability systems (Finnigan & Gross, 2007; Valli & Buese, 2007). At the end of the day,
American schools are still struggling with achievement gaps and “mediocre test data” (Petrili &
Wright, 2015). The following section describes the history of school reform and how policies
brought an emphasis on professional learning and quality instruction.
A History of School Reform Policy
School reform policies began with the Elementary and Secondary Education Act (ESEA)
in 1965, which aimed at reducing inequities among schools with high populations of
disadvantaged and minority students (ESEA, 1965; McGuinn, 2006). The Title I program,
created through this legislation, allocated funds to 94% of schools across the nation with very
few accountability requirements (ESEA, 1965; McGuinn, 2006). The regulation opened the door
for the federal government to address educational issues and inequities and created a paradigm
that only the disadvantaged school districts needed reformation efforts due to inadequate funding
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(McGuinn, 2006). The ESEA legislation also led to the centralization of schools that were
dependent on federal tax dollars (McGuinn, 2006). The ESEA was later expanded to provide for
English language learners, rural poverty, and special education students through the Title VI
program, which eventually became the Individuals with Disabilities Act (IDEA). Despite the
increased federal role in education, school improvement focused on equity and access instead of
student achievement (McGuinn, 2006).
By the 1980s, the public had begun to reconsider the ideas of social programming and the
political arena shifted from Democratic control to leadership under Republican President, Ronald
Reagan, who believed the federal education policies exemplified government overreach. He
reduced federal funding through the Education Consolidation and Improvement Act (ECIA) by
20 percent. Under the threat of elimination of the U.S. Department of Education, Education
Secretary Terrel Bell created a committee to evaluate the state of education in the country,
hoping the commission would report positively and save the department. However, the result
called “A Nation at Risk: The Imperative for Educational Reform,” declared the state of
education in need of reform, supporting neither President Reagan nor Bell. The report did reflect
the shift in public opinion about social reform and began an emphasis on student achievement,
stating, “The twin goals of equity and high-quality schooling have profound and practical
meaning for our economy and society, and we cannot permit one to yield to the other either in
principle or in practice” (A Nation at Risk, 1983). The state of education crisis provided the fuel
for President Reagan to make changes to ESEA that held schools accountable for effectiveness
through improvement plans. However, President Reagan’s administration maintained a belief in
state and local control for school decision-making, which did not result in significant school
reform.
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Reagan’s successor, President George H. W. Bush, took the opposite approach by
supporting the federal education reform efforts and pressed for national standards and established
goals at the Charlottesville Summit: school readiness, school completion, achievement and
citizenship competency, mathematics and science competency, literacy and lifelong learning, and
safe, disciplined, drug-free schools. In 1988, Bush proposed the America 2000 legislation, which
would require national standards, assessment as a form of accountability, and school choice
vouchers. While the bill did not pass, the three components would become the center of
education reform debate for years to come, and education reform became a topic of public
opinion.
At the same time in the state of Kentucky – the site for this study - reform efforts were
taking shape as a result of the 1989 Kentucky Supreme Court case, Rose v. Council for Better
Education, Inc. This state legislation declared the current system “constitutionally deficient” due
to school finance inequities in school districts across the state as evidenced by the disparity in
achievement test scores and drop-out rates in poor communities, and it required the General
Assembly to create an equitable, efficient common school system (Rose v. Council for Better
Education, Inc., 1989). The legislation mandated student achievement testing to determine
school success and new requirements for school improvement, such as professional development
aimed at improving teacher quality. The new system would be called the Kentucky Education
Reform Act (KERA), and it reorganized the Kentucky Department of Education to monitor and
support school reform efforts and created regional service centers to provide training and support
for schools (Miller, Noland, & Schaaf, 1990). The emphasis on student achievement and
professional learning was a sign of the national shift in attitude toward public schools.
Throughout the 1990s, education reform focused on national standards, national testing,
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and school choice but in the form of charters instead of private schools (McGuinn, 2006).
Through the Goals 2000 legislation (1994), newly elected President William J. “Bill” Clinton
was able to rebrand the federal role as one of support by creating a voluntary reward system for
schools that met improvement goals (McGuinn, 2006). Differing from former federal legislation
that focused solely on disadvantaged populations, Goals 2000 focused on all students. In addition
to Goals 2000, in 1994 Clinton was able to reauthorize ESEA to include major revisions that
linked to Goals 2000. States would now be required to write school improvement plans with
adequate yearly progress goals (AYP); develop standards and assessments to measure
achievement of standards; and create plans to increase capacity in schools. In addition, states
would have access to funds for establishing charter schools if they chose. The act also included
corrective actions for schools that did not meet AYP by designating a low-performing status
which could result in loss of funds over time. McGuinn (2006) referred to the shift in focus from
equity and access for disadvantaged to quality academic achievement for all as “unprecedented”
(p. 100). As part of the Title I funding within the reauthorized ESEA, the Reading Excellence
Act (REA) provided funding through subgrants for local education agencies to improve literacy
instruction in schools (U.S. Department of Education, 1998). This was important to the present
study because REA could be used to fund professional development for teachers, which resulted
in increased professional development in the form of literacy coaching (Denton & Hasbrouk,
2009; Galey, 2016).
The No Child Left Behind Act (NCLB) mandated annual testing, school report cards to
communicate test results, and sanctions for schools not meeting annual yearly progress (NCLB,
2001- P.L. 107-110). The NCLB Act provided funding for improving teacher quality, researchbased reading programs through Reading First, and early childhood education initiatives (NCLB,
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2001- P.L. 107-110). NCLB has been criticized for creating a culture of “testing and not
investing” because of the accountability requirements without the funding that would be
necessary for significant education reform (Darling-Hammond, 2007; Ravitch, 2010). While that
criticism may be appropriate, many schools relied on coaches to implement programs that
resulted from the legislation like Reading First (Denton & Hasbrouk, 2009). In fact, Denton and
Hasbrouk reported “thousands of coaches worked in elementary schools” through the Reading
First initiative in a national school reform effort (2009, p. 154). While an increase in coaching
staff might suggest improved teacher quality, Dennis (2017) reported that the Reading First
professional development efforts focused mostly on teaching with fidelity to a program instead
of building capacity by improving teachers’ understanding of pedagogy or reading instruction.
In 2015 education reform policy was once again revised with the passage of the Every
Student Succeeds Act (ESSA), which offered states more flexibility in terms of accountability
and teacher quality. School districts would no longer have to meet annual yearly progress (AYP)
but would have to communicate the results of annual testing to the stakeholders. Just as with
NCLB, states will still need to identify the lowest-performing schools. Schools accepting Title I
funds who scored in the bottom five percent will be required to develop improvement plans and
have their progress monitored by the state. Teachers will not have to meet the “Highly Qualified
Teacher” requirements held by NCLB or be evaluated based on student achievement, but states
will report information about the distribution of effective teachers. Instead of placing emphasis
on evaluation, ESSA shifts the focus to professional learning. Title II of ESSA provides funding
for “preparing, training, and recruiting highly qualified teachers, principals, and other school
leaders” (Every Student Succeeds Act, 2015).
Professional Development
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While school reform encompasses many areas including but not limited to school culture,
community partnerships, and leadership, this study is focused on school reform through
professional learning for educator effectiveness. According to Hirsh, “the primary purpose of
professional learning is to improve educator practice and student results” (Learning Forward,
2011, p.6). Specifically, I will review the literature around professional development through
instructional coaching to provide background information and context around the work of the
subject of the study. Three of the research questions this study seek to answer relate to
professional learning through instructional coaching:
1. What are my theories of practice for coaching specific teachers in improving their
instructional performance?
2. How did the self-coaching protocol guide my discovery of effective coaching practices?
3. How did I perceive the benefits or limitations of the self-coaching protocol in conjunction
with using video to see myself from an outside perspective?
Characteristics of Effective Professional Development
In 2011, Learning Forward revised The Standards for Professional Learning to inform
policy and practice. The seven standards are stated:
1.) Learning Communities: Professional learning that increases educator effectiveness
and results for all students occurs within learning communities committed to
continuous improvement, collective responsibility, and goal alignment.
2.) Leadership: Professional learning that increases educator effectiveness and results for
all students requires skillful leaders who develop capacity, advocate, and create
support systems for professional learning.
3.) Resources: Professional learning that increases educator effectiveness and results for
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all students requires prioritizing, monitoring, and coordinating resources for educator
learning.
4.) Data: Professional learning that increases educator effectiveness and results for all
students use a variety of sources and types of student, educator, and system data to
plan, assess, and evaluate professional learning.
5.) Learning designs: Professional learning that increases educator effectiveness and
results for all students integrates theories, research, and models of human learning to
achieve its intended outcomes.
6.) Implementation: Professional learning that increases educator effectiveness and
results for all students applies research on change and sustains support for
implementation of professional learning for long-term change.
7.) Outcomes: Professional learning that increases educator effectiveness and results for
all students aligns its outcomes with educator performance and student curriculum
standards. (Learning Forward, 2011, p. 23)
Learning Forward recommended educators, either individually or as school staff, use the
standards when planning or participating in professional learning experiences (2011).
Additionally, the authors linked the standards to student achievement, referencing the
relationship between effective teacher practice and student learning (Learning Forward, 2011).
The cycle of professional learning described by Learning Forward is a four-step process that
begins with “standards-based professional learning,” which leads to “changes in educator
knowledge, skills, and dispositions,” which leads to “changes in educator practice,” and finally
“changes in student results” (2011, p. 16). Theoretically, when teachers participate in effective
professional learning, they will experience growth, which will lead to improved instruction and
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increased student achievement.
However, finding effective PD experiences like those implied by Learning Forward
might not be that easy. Jacob and McGovern (2015) studied three large public-school districts
and one charter school network to identify characteristics of PD that improve teacher quality.
The authors reviewed teacher performance data using multiple measures to identify teachers
whose practice had improved over time as compared to their peers and then studied how the
teachers had improved (Jacob & McGovern, 2015). They learned that the public-school districts
had spent an estimated $18,000 per teacher per year on PD activities, and teachers participated in
almost 150 hours of PD annually (Jacob & McGovern, 2015). Unfortunately, the time and
money did not result in vast improvements for the teachers in this study. Only 30% of the
teachers in the public-school districts studied improved their performance ratings and 20% of the
teachers studied experienced a decline (Jacob & McGovern, 2015).
On the other hand, 70% of teachers in the charter school network experienced improved
performance ratings (Jacob & McGovern, 2015). The researchers reported that the charter
schoolteachers reported high expectations and clear roles and responsibilities around teacher
development, which included daily coaching from the assistant principals (Jacob & McGovern,
2015). Teachers received regular feedback and reflected on practice regularly with a team of
teachers (Jacob & McGovern, 2015). The authors recommended three ways districts could
improve teacher effectiveness based on the results of their study:
1.) Redefine what it means to help teachers improve
2.) Reevaluate existing professional learning supports and programs
3.) Reinvent how we support effective teaching at scale (Jacob & McGovern,
2015, pp. 35-38).
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Jacob and McGovern (2015) noted that redefining professional development could provide
teachers with relevance for their participation through improvement goals, differentiated
experiences based on teachers’ needs, and more accurate feedback so that teachers will know
their areas of weakness. Districts could conduct needs assessments to evaluate their existing
professional learning system, including measuring the impact of current PD on student
achievement and teacher professional growth (Jacob & McGovern, 2015). After reevaluating the
system, Jacob and McGovern (2015) recommend reinventing teacher support systems by
considering multiple strategies for improving instruction and retaining quality teachers.
While Jacob and McGovern’s (2015) study did not result in positive findings of the
impact of professional development on teacher effectiveness, other studies have identified
characteristics of effective professional development. Garet, Porter, Desimone, Birman, and
Yoon (2001) surveyed 1,027 teachers who attended Eisenhower PD opportunities, which were
funded by ESEA Title II and focused on the needs of math and science teachers. The authors
sought to compare the effects of different characteristics of PD on teacher learning (Garet et al.,
2001). The survey requested information about the form, duration, and the degree of collective
participation required from the participants (Garet et al., 2001). Teachers were also asked to
report how well the PD enhanced their practices in curriculum, instructional methods,
approaches to assessment use of technology strategies for teaching diverse populations, and
knowledge of mathematics. The authors reported that duration and collective participation along
with the following three core features of PD make a significant difference on participating
teachers’ learning experience: a.) content knowledge; b.) active learning; c.) coherence (Garet et
al., 2001). From the findings, Garet et al. (2001) separated the models into two general categories
according to their structural features: traditional and reform. Traditional types of PD include
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workshops, conferences, and institutes which tend to occur outside of the school day, whereas
reform models of PD, like mentoring, coaching, study groups and peer observation happen
within the school, allowing for longer duration periods and greater responsiveness to teacher
needs (Garet et al., 2001). While the reform PD experience correlated positively with the
duration and content knowledge, Garet et al. warned that reform PD generally lasts longer and
both types of PD have similar effects under the same duration.
Little and Houston (2003) described a conceptual framework and implementation model
for professional development used in Florida. “…teachers not only need to learn new
scientifically based instructional practices and content but also must alter their current practices
through a revised process of professional development to include continued support.” Four
steps: “1. Identification of scientifically based instructional practices; 2. Selection of teams of
teachers to attend awareness level professional development; 3. Classroom implementation of
scientifically based instructional practice from initial training to quality implementation for all
students 4. Data collection of the results of student learning through traditional and action
research methodologies” (2003, p. 77).
Gallagher, Arshan, and Woodsworth (2017) evaluated the implementation of the NWP
professional development (PD) program called College Ready Writers Program (CRWP). The
PD used three core factors – provide intensive support to classroom writing instruction,
curricular resources in the form of mini-units, and formative assessments to inform instruction.
The evaluation compared the group of teachers participating in CRWP to a control group who
participated in their district's regularly scheduled PD. The researchers reported that the CRWP
PD was implemented with fidelity and that the program was more effective in changing teaching
practices as well as improving student learning than the PD attended by the control group. These
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results have implications for practitioners. The intensive training focused on content and
teaching strategies with follow-up classroom support by means of modeling and coaching made
a difference for the teachers participating in this project.
One form of professional learning that meets all the requirements of quality is
instructional coaching. The literature on coaching for education purposes began with Joyce and
Showers’ (1980) study of the impact of various models on professional learning for transfer.
That seminal research revealed four levels of training that must take place for teachers to be able
to implement the newly learned intended strategy or curriculum in the classroom: “awareness,
concepts and organized knowledge, principles and skills, and application and problem-solving”
(Joyce & Showers, 1980, p. 2). The authors concluded teachers needed more than a theory-based
presentation about a curriculum or strategy to learn how and even when to implement it, and they
proposed that teachers would also benefit from demonstrations, practice, feedback, and coaching
for application by peers, principals, or other supervisors (Joyce & Showers, 1980). Since then,
coaching has become widespread, with districts worldwide relying on coaches to facilitate
learning to improve instruction (Denton & Hasbrouk, 2009).
Desimone and Pak (2017) reviewed the high-quality characteristics of professional
learning with a description of the coaching aspect that fills the requirement. Coaching provides
an opportunity for deep discussion and engagement in subject content through a process or cycle
that spans as much time as necessary to meet the needs of the teacher and students (Coburn &
Woulfin, 2012; Desimone & Pak, 2017; Teemant, 2013). In the next section, I will review the
literature around instructional coaching to provide context for the current study.
Instructional Coaching
Education policies around school reform have led to teacher-focused professional
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development to improve instruction and student success (Hochberg & Desimone, 2010; Woulfin,
2014). Research has revealed that instructional coaching offers opportunities for success as a
method of professional development (Aguilar, 2013; Knight, 2011; Kraft, Blazer, & Hogan,
2018). With funding for hiring instructional coaches provided by the policies enacted through the
Every Student Succeeds Act (ESSA, 2015), many districts across the United States have opted to
implement coaching programs to improve the quality of teaching and learning in their schools
(Denton & Hasbrouk, 2009). Researchers have described a variety of approaches and effective
characteristics of coaching (Aguilar, 2013; Denton & Hasbrouk, 2009; Knight, 2009; Knight,
2018). While the focus of this study is on self-coaching through reflective practice, it may
benefit the reader to have background information around the professional skills the subject of
this study seeks to improve. Researchers and practitioners have developed several approaches to
instructional coaching, including self-coaching as a viable method of professional growth.
Coaching Types and Models
Despite government policies supporting instructional coaching as a means for
professional development, coaches have had limited guidance on standards for practice resulting
in many different definitions, models, and role descriptions (Denton & Hasbrouk, 2009;
Poglincco, Bach, Hovde, Rosenblum, Saunders, & Supovitz, 2003). In 2004, the American
Institute for Research (AIR) reviewed the existing literature identifying the following basic types
of coaching: technical, problem-solving, reflective practice, and collegial/team building (2004).
According to Denton and Hasbrouk (2009) many of the coaching models described in the
literature have characteristics of multiple coaching types.
Technical coaching was described by AIR (2004) as coaches, labeled as “experts,”
helping teachers, considered as “novices,” to implement curriculum and instructional
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practices. This type of coaching would be like consultants working with educators to ensure the
implementation of a program with fidelity. Poglinco et al. (2003) labeled America’s Choice
coaching model as technical coaching due to the coaches’ responsibilities to model specific
teaching strategies and provide feedback to the teachers. In America’s Choice model, coaches
led professional development through teacher meetings, study groups, and staff meetings
(Poglinco et al., 2003). The coaches also maintained model classrooms, where teachers could
observe reader and writer workshop classes and instructional strategies specific to America’s
Choice. Through their research, Poglinco et al. (2003) found variation across the model
classrooms, professional development meetings, levels of confidence in performing coaching
duties, and in balancing the levels of support for teachers.
The second type, Problem-solving coaching, positions the coach and teacher as partners
who focus on a learner’s issue, which could be a behavioral or a skills deficit (AIR, 2004;
Denton & Hasbrouk, 2009). Through collaborative discussions, the coach builds teacher capacity
with strategies for addressing the immediate concerns, which could be helpful in future situations
(AIR, 2004). Knight’s (2018) Impact Cycle coaching model has characteristics of the problemsolving coaching type. In the first stage, called Identify, the coach partners with the teacher to
identify a goal and plans a strategy or set of actions to address the problem (Knight, 2018). The
coach may model the strategy or the two may watch someone model the strategy so that the
teacher will be able to implement the strategy independently. Then the coach video-records an
observation of the teacher, and the partners watch it together and analyze student results to
determine if the goal has been met. If the goal has been met, they may set a new goal and begin
the cycle again (Knight, 2018).
According to Denton and Hasbrouk (2009), reflective practice coaching relies on the
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research of Schön (1996), who found that by reflecting deeply on practice and applying the
learning that occurred through the reflection, professionals could improve practice. Reflective
practice coaches use questioning to spark reflection in the teacher to discover his own solution to
the problem (Denton & Hasbrouk, 2009). The cognitive coaching model developed by Costa and
Garmston in 1984 depends on the characteristics of reflective practice coaching. Cognitive
coaching uses a path of inquiry to build teachers’ capacity through the five states of
mind: consciousness, craftsmanship, efficacy, flexibility, and interdependence (Costa &
Garmston, 2015). Coaches work through three phases: 1.) the planning conference; 2.) the
classroom observation; 3.) the Reflecting Conference (Costa & Garmston, 2015). Edwards and
Newton (1995) studied the effects of cognitive coaching on teacher efficacy through survey
research in a school district with 350 participating teachers. Teachers responded to items that
measured job satisfaction, attitude toward Cognitive Coaching, the frequency of use of coaching
skills, and satisfaction toward professional growth planning (Edwards & Newton, 1995). The
authors found that coaches and teachers who participated in Cognitive Coaching training had
higher efficacy and were more satisfied with their career choices (Edwards & Newton, 1995).
Collegial team building coaching seeks to build collective efficacy with a team approach
to learning (AIR, 2004). Instead of a one-to-one context with teacher and coach, team building
situates the discussion within a group of teachers with shared goals engaged in “meaningful
discourse” (Denton & Hasbrouk, 2009). Joyce and Showers’ peer coaching model fits under the
description of team building coaching, with teachers learning from one another through
collaborative planning, lesson observation, and reflection (AIR, 2004; Denton & Hasbrouk,
2009; Joyce & Showers, 1980; Poglinco et al., 2003).
Denton and Hasbrouk (2009) added reform coaching to AIR’s list of coaching types,
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which expanded the list of coaches to include principals and added emphasis on leadership
development for both teachers and administrators. Reiss (2009) likened leadership coaching to
the type of coaching executives in business experience. Administrators meet regularly with the
coach to discuss school goals, strategies, problems of practice, and plans for improvement
(Reiss, 2009).
Glover (2017) described a coaching model that brings in components from other types
called data-driven coaching, which is rooted in behavioral consultation theory but pushes beyond
behavior to instructional practices. Data-driven coaches support teachers in analyzing student
data for grouping purposes, finding evidence-based strategies to meet specific needs, and
progress monitoring to ensure the best decisions are being made for the students (Glover, 2017).
A difference between data-driven coaching and other models is the focus on the learner instead
of the teacher in the coaching conversations and instructional planning (Glover, 2017).
Knight (2018) described three approaches to coaching: facilitative, dialogical,
and directive (p.10). Facilitative coaching relies on questioning, listening, and paraphrasing and
depends on the premise that the teacher has the innate ability and understanding needed to
improve (Knight, 2018). Therefore, the coach’s role is to facilitate a conversation that allows the
teacher to arrive at her own problem-solving (Knight, 2018). The cognitive coaching model
described above follows the facilitative approach. The directive approach assumes that the
coach is an expert while the teacher is a learner (Knight, 2018). The directive coach models
lessons, provides clear directions, and offers specific feedback to explain to the teacher how to
implement instruction (Knight, 2018). This approach resembles the technical type of coaching
described earlier and, according to Knight (2018), could be used when implementing a new
program or teaching strategy. The dialogical approach depends on inquiry and equal footing to
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“empower the collaborating teacher to identify goals, strategies, and adaptations” (Knight, 2018,
p.13). Knight’s (2018) Impact Cycle model, which I previously described in the problemsolving types of coaching section, is based on the dialogical approach.
Aligned to the dialogical approach is a set of ideals Knight (1998, 2007) referred to as the
Partnership Principles. Knight (2007) defined the partnership principles as a mindset, “…a deep
belief that we are no more important than those with whom we work, and that we should do
everything we can to respect that equality” (p.24). The approach is based on seven principles that
coaches should be mindful of and demonstrate during interactions with teachers: equality,
choice, voice, dialogue, reflection, praxis, and reciprocity (Knight, 2007, p. 24). Knight (1998)
compared the effects of coaching using the partnership principles to a traditional coaching
approach and found teachers who had experienced the partnership approach were more engaged
and had higher readiness levels to implement the teaching strategies than those who had
traditional coaching.
Aguilar (2013) recommended the transformational coaching model, which is rooted in
the work of Hargrove and combines directive coaching with facilitative coaching to focus on
three areas:
1.) The individual client and his behaviors, beliefs, and being
2.) The institutions and systems . . . in which the client works . . .
3.) The broader education and social systems in which we live. (2013, p. 25).
This model uses a systems approach taken from Senge’s (1990) work that will help the client
begin to see the part-whole relationships existing within the organization so that she might make
decisions that will lead to sustainable change (Aguilar, 2013). In Aguilar’s (2013) transformative
coaching model, both teachers and administrators could sit in the coaches’ seat, while the coach
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will help them explore the shifts they make in their behaviors as they work in different situations,
focusing on aligning the behaviors to their belief systems and considering the effects of their
behaviors. Aguilar noted, “Transformational coaching is possible only when the coach is
engaged in a process of transforming her own behaviors, beliefs, and being along with the client”
(2013, p. 29). Through this process, both coach and client grow.
Kho, Saeed, and Mohamed (2019) studied the roles of the coach as they exist under the
vulnerability of the teacher. The roles these authors provided, aligned to the approaches to
coaching described by Knight (2018). Through 40-minute semi-structured interviews, the authors
sought to investigate how coaches describe their roles and the thinking behind the decisionmaking for the role assumed by the coach (Kho et al., 2019). After conducting a thematic
analysis of the interview data, Kho et al. (2019) identified three roles taken on by coaches: the
implementer, the advocate, and the educator. The implementor consisted of coaching visits and
observations. While coaching teachers, the coach assumed the role of advocate when supporting
and assisting the teacher (Kho et al., 2019). Then, when acting as an expert sharing knowledge,
coaches assumed the educator role (Kho et al., 2019). Many of the coaches reported avoiding an
authoritative style due to the negative effect on the relationship (Kho et al., 2019). The authors
also noted that the coaches used different strategies when assuming the different roles and found
four qualities that guided the coaches’ decisions: “being understanding; being appreciative; being
flexible; and having patience” (Kho et al., 2019, p. 1121). Considerations for deciding which role
to assume included teacher readiness, coaching style, and coaching quality (Kho et al., 2019).
Kho et al. (2019) called for further research in understanding “in-the-moment coaching” (p.
1126), something that my study may reveal as I study my coaching behaviors from videorecorded sessions.
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Effective Coaching Practices
Within the different types and models of coaching, a wide range of practices exist. The
goal of instructional coaching is to increase teacher efficacy and, in turn, improve student
achievement (Knight, 2018); however, few studies exist that correlate coaching and student
outcomes (Denton & Hasbrouk, 2009; Poglinco et al., 2003). Much of the available research
describes the methods and practices of coaching, but again, there is not a list of research-based
effective guidelines for instructional coaching (Garbacz et al., 2015).
Poglinco et al. (2003) reported that according to coaches’, the skills needed to be
successful included teaching experience, content knowledge, and people skills. Similarly,
Poglinco et al. (2003), and Kowal and Steiner named three categories of skills that effective
coaches need: “pedagogical knowledge, content expertise, and interpersonal skills” (2007, p. 3).
Coaches need a broad understanding of how students learn and a set of strategies or tools to
share with teachers (Kowal & Steiner, 2007). Coaches must also know what students need to
learn within the subject and grade-level their clients are working (Kowal & Steiner, 2007).
Coaching requires conversations, therefore, listening, communicating, and building trust is
crucial to the process. Coaches need interpersonal skills to develop relationships so the coaching
will work (Kowal & Steiner, 2007; Poglinco et al., 2003).
Knight (2009) described seven factors leading to coaching success: “focus and
continuity; a learning-friendly culture; principal support; clear roles; protect the coaching
relationship; time; and continuous learning” (pp.19-20). Knight warned against having too many
programs and initiatives and suggested instead focusing on a smaller number of strategies
(2009). Both learner-friendly culture and protect the coaching relationship require interpersonal
skills, where teachers feel encouraged, and the relationship is collaborative (Knight, 2009). The
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principal can support the coach by participating in training led by the coach, advocating for
professional learning, and working closely with the coach to ensure a shared vision (Knight,
2009). Another way administrators support coaches is by protecting the coach’s time. In
Poglinco et al. (2003), principal support included follow-up conversations with resistant teachers,
which sometimes resulted in the teacher blaming the coach for a lack of clarity. Knight (2009)
stated that many of the coaches with whom he worked spent less than 25% of their time in actual
coaching contexts.
Ippolito (2010) studied the way coaches balance responsive and directive relationships
with teachers through focus groups and follow-up interviews and observations. Participants
discussed the tension that exists in trying to decide when to be responsive, encouraging
reflection, and when to be directive, asserting a specific practice (Ippolito, 2010). Three methods
for using a balanced approach emerged through the study:
1.) Shifting between responsive and directive moves within a single coaching session.
2.) Using protocols to guide individual and group coaching sessions.
3.) Sharing leadership roles to align teacher, coach, and administrative goals (Ippolito,
2010, p. 169).
Using these methods, coaches were able to build relationships with teachers while using directive
moves with specific strategies to meet instructional goals (Ippolito, 2010). The author listed
organizational factors that affect the coach’s ability to balance relationships including:
1.) The number of teachers assigned to each coach.
2.) The amount of available common planning time.
3.) The degree of collegiality among teachers.
4.) The degree to which teachers feel accountable to one another for their work.
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5.) The amount of trust teachers place in school leaders (Ippolito, 2010, p. 186).
Garbacz et al. (2015) reviewed the literature specific to evidence-based coaching
practices and discovered five implications for coaching practice: 1.) assessment; 2.) train to
mastery; 3.) treatment integrity; 4.) performance feedback; 5.) interpersonal skills (p.269).
According to the literature, coaches should assess the situation to determine teachers’ skills,
student behavior and evaluate the classroom environment using observations and interviews
(Garbacz et al., 2015). Training to mastery entails providing the necessary support to the teacher
so that he can implement the new strategies and routines (Garbacz et al., 2015). Planning
collaboratively to determine what intervention will be implemented ensures treatment integrity
(Garbacz et al., 2015). The coach should provide performance feedback verbally based on
observations and student data analysis (Garbacz et al., 2015). Finally, the research indicated that
coaches must have interpersonal skills to build relationships with teachers, including listening,
demonstrating empathy, and communicating effectively (Garbacz et al., 2015).
While Kowal and Steiner (2007) reminded readers that (at the time of the research) no
studies existed detailing best practices in coaching program evaluation, the authors offered
methodologies school districts could use to evaluate coaching programs including teacher survey
data assessing teacher perception of the coach, changes to instructional practice, and increased
student achievement (p. 5). Program evaluation would provide districts with a better picture of
effective coaching practices, which could be used to procure resources and inform decisions
about the professional growth needs of the coaching staff (Kowal & Steiner, 2007).
More recently, Reddy, Glover, Kurtz, and Elliott (2019) developed an evaluation system
for instructional coaches that used a 360-degree feedback taken from the coach, the clients, and
the supervisor to provide feedback focused on strengths and areas for growth, competencies,
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problem-solving actions, and professional development. The criteria for the coaching skills
included being able to use data to identify teacher and student needs, designing support to
address the needs identified by the data, modeling strategies, providing practice for the teacher,
delivering feedback, and monitoring the teacher’s progress (Reddy et al., 2019). According to
Reddy et al. (2019), these skills were identified as coaching outcomes in previous research by
Kurz et al. (2017) and by Reddy et al., (2000). In a study of 25 instructional coaches placed at
eleven different schools with 225 teachers, Reddy et al. (2019) conducted psychometric analysis
and descriptive statistics to determine internal consistency, item to total correlations, and
confirmatory factor analysis for the instruments. The results indicated that the instruments had
good internal consistency with Cronbach’s alphas between .97 and .99 on each item (Reddy et
al., 2019). Reddy et al. (2019) also surveyed the participants to determine perceptions of using
the evaluation instruments, and participants rated the instruments as having clear instructions and
being easy to use. The evaluation system offers school districts an evaluation tool designed
specifically for the coach, which has implications for future research in determining coaching
efficacy.
Instructional Coaching Roles
Coaching looks different across the schools depending on local needs, but coaches need
to have a clear job description with an understanding of the different roles they play. Poglinco et
al. (2003) found in America’s Choice schools that coaches had “no written job description,”
making their work reportedly “difficult” (p. 9). Through observation and interviews, Poglinco et
al. (2003) learned that America’s Choice coaches determined through experience that their roles
included model teachers, resource providers, co-planners, observers, feedback providers, and
learning facilitators.
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Killion and Harrison described ten roles played by instructional coaches in a publication
from Learning Forward: resource provider; data coach; instructional specialist; curriculum
specialist; classroom supporter; learning facilitator; mentor; school leader; catalyst for change;
and learner (2017, p. 2). Killion and Harrison (2017) described each role in detail and provided a
structure for administrators to use with coaches to build a common understanding and
expectation for coaches’ job descriptions. Each role works to support teachers in improving
instruction for teachers. Regarding balancing the roles, Killion and Harrison noted that the work
often crosses roles, and coaches must be skilled in all areas to be able to perform multiple roles
simultaneously (2009). Kho et al. (2019) referred to the practice of coaches assuming multiple
roles within a single situation as “shape-shifting” (p. 1107).
As a resource provider, coaches find, or assist clients in finding, quality materials and
information “to expand teachers” use of a variety of resources and improve student learning”
(Killion & Harrison, 2018; p. 6). Data coaches work with teachers to analyze student data to
make instructional decisions, like placing students in groups for differentiation (Killion &
Harrison, 2018). When coaches act as instructional specialists they focus on the implementation
of the curriculum, perhaps by helping teachers plan lessons that align to the standards or
selecting instructional strategies that fit the content to be delivered (Killion & Harrison, 2018).
Coaches as curriculum specialists (Killion & Harrison, 2018) support teachers’ understanding of
the content they teach through developing pacing guides, assessments, and curriculum. As a
classroom supporter, the coach collaborates with the teacher to plan instruction, model lessons,
and have coaching conversations (Killion & Harrison, 2018). Coaches are learning facilitators
when they plan and facilitate professional learning experiences for educators in the school or
district. Killion and Harrison included in the description that the coaches should ensure the
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learning experiences they create and facilitate should be “collaborative, job-embedded, and
standards-based” (2018, p. 6). This responsibility implies that coaches should have some
expertise in the best practices of professional learning (Killion & Harrison, 2018). Finally, a
coach must be a learner. While the main purpose of the job is to facilitate learning for others
(Aguilar, 2013; Garbacz, et al., 2015; Knight, 2009), this role requires that the coach also spend
time reflecting and improving her practice (Killion & Harrison, 2018).
Killion (2009) explored a potential issue for coaches as they make decisions about their
roles, which leads to coaching efficacy. Killion declared two ways of coaching: heavy and light
(2009). Coaching light happens when coaches make decisions that result in being accepted,
while coaching heavy happens during “high-stakes interactions” (Killion, 2009, p. 23).
Behaviors of coaching light include conversations that avoid difficult topics, providing
resources, and helping the teacher with menial tasks. On the other hand, coaching heavy includes
data analysis discussions, instructional planning, and discussions focused on beliefs about
teaching and learning. Killion (2009) offered a reminder that coaching heavy is not about having
a directive style, and that both coaching light and heavy may be warranted at different times.
Ultimately, the coach must impact instruction, which requires a shift to coaching heavy (Killion,
2009).
Professional Learning for the Instructional Coach
One of Killion and Harrison’s (2018) roles for coaches is that of a learner, however few
studies on professional learning for instructional coaches have been conducted (Gallucci et al.,
2010). While it is possible to find trainings targeting instructional coaching and content area
knowledge and skills, peer-reviewed studies describing or analyzing specific professional
development for instructional coaches are extremely limited.
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Kowal and Steiner (2007) suggested that coaches be required to engage in ongoing
professional development. The authors described the professional learning requirements for the
coaches in Boston Public Schools, which included weekly collaborative conversations to discuss
celebrations and challenges (Kowal & Steiner, 2007). According to Kowal and Steiner (2007),
survey results indicated coaches preferred collaborative learning over lectures.
Knight (2009) listed professional development as a factor with the potential to increase
coaching success, claiming that coaches should engage in two types of PD: to improve their
coaching abilities and to build teaching practices. Aguilar (2013) recommended professional
learning around reflective practice for coaches and provided a set of prompts that could be used
in either a written or audio-recorded journal. She suggested journaling ten minutes a day to
debrief experiences and seek personal transformation (Aguilar, 2013).
Galluci et al. (2010) analyzed a four-year single case study of a coach’s professional
learning experiences using Vygotsky Space as a theoretical framework to learn how and what
coaches learn in a school district reform setting as well as the organizational structures and
policies that support coaches in the learning process. The coach in their study experienced
professional learning through his coaching work, and Galluci et al. (2010) referred to this as
“learning on the job” (p. 953). Galluci et al. (2010) also found that the professional development
experiences established for the teachers resulted in the coach learning along with the teachers
and called for further research to describe the learning process for coaches.
Self-Coaching
In this study, I intend to observe videos of myself coaching teachers as part of a coaching
protocol to improve my practice. I will refer to my self-improvement practice as “self-coaching.”
The answers to my research questions will be found through analyzing my self-coaching data
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and not through the effects of my instructional coaching on teachers. The literature around selfcoaching in the field of education is scant but provides a sense of how someone like me, who has
no coach of her own, could find a way to grow professionally through reflexivity.
Using Video as a Tool for Self-Coaching
Two years ago, I was coaching a group of teachers to implement new reading strategies.
The school had a limited number of substitute teachers, but we needed the teachers to be able to
see each of the participants teaching styles so that they could determine what was working about
the reading instruction and what was not. The school had purchased a device called a swivel to
be used by new teachers to record their lessons for their internships. I asked, “What if we use
swivels to record the lessons and then watch them together to study and discuss what we’re
seeing?” The teachers were apprehensive about this. No one wanted to look at themselves on
video, but they said they would give it a try. We ran into complications from time to time – the
sound quality was not always great, and it was difficult to see the students’ work sometimes –
but we were able to use a lesson study protocol to find ways to improve our instruction. By the
end of the year, that group of teachers were more open to receiving feedback and were better at
giving feedback to others as well. As I planned this study, I thought about those teachers and
how helpful it was to see themselves. They were often able to see mistakes they made along with
successful strategies while watching the videos. If the teachers were willing to put themselves
out there to be coached by their peers, why not put myself out there to study my coaching
behaviors in much the same way?
“Video changes everything” (Knight, 2014, p. xi). Knight (2014) conducted many of the
preliminary studies of using video to improve educator effectiveness, exploring the variety of
ways coaches could use video with teachers, improving communication with video, and
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professional development that relies on video. In his book, Focus on Teaching, Knight compiled
the studies to provide conditions for effective coaching, which are aimed mostly at a teachercoach relationship. Knight’s “Guidelines for Success” in using video for professional learning
include: (1) Establish trust; (2) Make participation a choice; (3) Focus on intrinsic motivation
and safety; (4) Establish boundaries; (5) Walk the talk; (6) Go slow to go fast (2014, p. 23).
While these guidelines were designed with the teacher-as-subject in mind, they could be used as
guidance for video recording coaching sessions with teachers and focusing on the coach. Knight
(2014) also described the experiences of coaches who used video to watch themselves coaching
teachers to improve practice. He described how one teacher dealt with being overly critical of
herself and her realization that she was not as good a listener as she had thought, but she was
able to use the video to improve her listening skills (Knight, 2014).
Calendra, Brantley-Dias, and Dias (2006) explored a pre-service teacher’s professional
learning using video to identify effective instructional practices. In the study, during two cycles,
the student-teacher filmed herself teaching, edited the recording to show evidence of meaningful
teaching experiences, and participated in an audio-taped conversation with the cooperative
teacher. Calendra et al. (2006) observed the videos, listened to the audio-taped teacher
conferences, and interviewed the student teacher. Two themes emerged from the study: “1.)
development of a teacher identity; 2.) extending reformed-based practice” (Calendra et al., 2006,
p. 140). The teacher identified herself as “a nurturing teacher who knows the children and
attends to their individual needs” after observing her video and considering the reason for her
efficacy (Calendra et al., 2006, p. 140). She also used the video to identify research-based
practices like questioning (Calendra et al., 2006). The researchers also found incidents where the
student teacher made connections between theory and practice, which demonstrated deep
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reflection (Calendra et al., 2006).
Knight, Hock, Skkrtic, Bradley, and Knight (2018) evaluated a video-based coaching
model in which four coaches participated in coaching teachers using the Partnership Coaching
Model (Knight, 2016). Through the coaching process, the coach video records a lesson, shares it
with the teacher, and watches the video separately from the teacher, who also watches the video.
Then, the coach and the teacher meet to set a student-focused goal and determine an instructional
strategy to use to meet the goal. Next, the coach models for the teacher or shows a video of the
instructional practice the teacher plans to use. Once again, the coach records the lesson so that
they can observe the teacher implementing the new strategy. If the teacher met the goal, they
may decide to set a new goal. Knight et al. (2018) found improved classroom teacher practices in
the areas of increased student engagement and participating teachers improved in their goal areas
an average of 44.3% on the Classroom Observation Form. Knight et al. (2018) reported an
average effect size of 1.16 for instructional change, which suggests video coaching with the
Partnership Model (Knight, 2016) makes a significant impact.
Bishop, Snyder, and Crow (2015) studied the impact of self-monitoring instruction using
video, focusing on preschool teachers’ abilities to self-monitor for responses to students’
instructional learning during embedded instruction learning trials. Teachers in the study used
video to observe themselves teaching preschool students with learning deficits in three separate
phases. During the self-observations, teachers responded to a set of questions to facilitate selfmonitoring. In the second phase, teachers participated in training for the components of the
learning trials, and in phase three, they received feedback focused on their self-monitoring
accuracy from an external coach. Bishop et al. (2015) analyzed the teachers’ self-monitoring
questions to determine accuracy and found that training, the use of self-monitoring questions,
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and the coach’s feedback resulted in improved accuracy for two of the three teachers. This
suggests that an external coach is beneficial during self-monitoring for instructional practice.
However, Bishop et al. (2015) suggested that coaching with an expert is not always feasible and
sometimes self-coaching might be an effective way to support practice.
Roth, Bintz, Wickler, Hvidsten, Taylor, Beardsley, Caine, and Wilson (2017) studied the
design principles of the Science Teachers Learning from Lesson Analysis (STeLLA), a
professional development program designed to improve student engagement in science practices
using video to analyze lessons. The lessons are also designed by the STeLLA company, and
teacher learning is around science content, instructional strategies, and the video analysis
process. The video analysis process begins with teachers analyzing video lessons taught by
experienced teachers under the guidance of leaders modeling analysis-of-practice. Then, they
work collaboratively to analyze their own and their peers’ video lessons. The learning process is
scaffolded with coaching support which is phased out over time as teachers become more
confident at teaching the strategies. Roth et al. (2017) explained prior quasi-experimental
research of the effectiveness of the program resulted in deeper learning in the content areas (p <
.001) as well as analytical abilities (p < .01). Additionally, the STeLLA PD program resulted in
improved student learning according to pre-mid-post test results (p < .01). These results are
promising for practitioners seeking video-based professional learning.
Self-coaching protocol
To ensure a consistent, structured self-coaching experience, I have used a protocol that
includes a self-interview. The interview questions have been adapted from a study conducted by
Houchens (2008) and can be found in the Appendix in original form as well as the adapted form
so the differences can be compared.
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When adapting the questions, I wanted to keep the theories of practice and reflection at
the heart of the protocol, so I only changed the language to reflect a different type of practitioner.
In Houchens’ (2008) study, he was interviewing principals to learn about their theories of
practice, whereas I was studying myself, an instructional coach. Both positions are considered
educational leaders who coach teachers to improve their practice. However, principals have
many other roles that do not cross into the coach’s responsibilities. After changing the language
to reflect a different role, I considered the level to which Houchens’ (2008) questions answered
my research questions. I changed the language to trigger reflective thought similar to what I
would ask a teacher whom I was coaching. I wanted the language of the interview to serve as a
coach for me. I also needed to ensure that I would be able to describe the change that happened
over the course of the study, so my questions for the second and third phases needed to look
different than the questions I asked in the beginning.

The Reflective Practitioner
Most evenings, I sit at a small desk in my home office to record my thoughts about the
events of the day. I have done this for years because I find it helps me process my life. I have
considered it a reflection, and in a sense it is. However, according to Schön (1983), the act of
thinking back on events after they have happened is not enough if I want to be considered a
reflective practitioner. Schön’s description of a reflective practitioner is more complex and
entails reflecting in the moment as well as after the fact. Research question four of the present
study asks: Does my use of theories of practice conform with Argyris and Schön’s conception of
double-loop learning and Schön’s conception of the “Reflective Practitioner?” To answer this
question, I will rely on Schön’s description of the reflective practitioner (Schön, 1983;1996).
Schön described a reflective practitioner as one relying on a process of knowing-in48

action, reflecting-in-action, and reflecting on action (1983, 1996). We use our knowledge-inaction as we are working, making decisions, and performing tasks without having to think about
how to do the work (Schön, 1983). However, at times when we have a problem or encounter a
roadblock, and we must stop and think about what to do next or how to move ahead in the work,
we are reflecting-in-action. This moment of pause and ponder, offers a chance to learn and grow
as professionals. Perhaps our usual method did not work this time, or a situation arises that we
have not yet experienced. These are times when practitioners need to consider the problem,
reframe it, and think of a different approach. Once the situation is over, the professional may
think back on it to reflect on how the problem happened or whether the solution was the best.
While reflecting on the problem later can be helpful, Schön (1983) makes clear that reflecting-inaction is the core to becoming a reflective practitioner.
Schön (1983) recommended four types of research with the potential to improve one’s
ability to reflect-in-action: frame analysis; repertoire-building; research on methods of inquiry;
and reflection-in-action. The purpose of studying frame analysis is to become more aware of
how one frames problems and dilemmas, which could lead to being aware of other various ways
to frame the practice depending on the practitioner’s values and beliefs (Schön, 1983). In
repertoire-building, the researcher describes and analyzes cases and situations to study the
thinking behind the decisions and solutions to problems (Schön, 1983). Research on methods of
inquiry and overarching theories could take the form of “action science” to construct theories
and methods (Schön, 1983). Finally, research on reflection-in-action involves studying how
someone thinks through a task with a problem to understand the cognitive, affective, and social
inhibitions or strengths that guide her practice (Schön, 1983). Schön offered a caveat to studying
reflection-in-action: “…the researcher must learn an art of experiment in which reflection-in-
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action plays a central part” (1983, p. 323).
Schön’s (1983) theories of reflective practice have served as a foundation for research in
a variety of fields. Tracey, Hutchinson, and Grzebyk (2014) expanded on the reflective practice
work of Schön (1983) through their study on instructional designers as reflective practitioners.
Tracy et al. (2014) analyzed Instructional Design students’ writing journals to explore how they
engaged in reflective practice to develop their professional identities. Over the course of a
semester, the students responded to eight prompts, which were then analyzed using a Reflection
Evaluation for Learners’ Enhanced Competencies Tool (REFLECT) rubric developed by Wald et
al. (2012). Student responses were scored as productive or unproductive. Tracy et al. (2014)
reported students tended to become more reflective over time, with 50% of initial journal entries
being categorized as pre-reflection and 70% of end-of-semester entries considered productive
reflection. Tracy et al. (2014) also reported increased experience and feedback as factors that
improve reflective practice. These findings support the use of journal writing as a method for
becoming a more reflective practitioner and for finding a professional identity through writing
(Tracy et al., 2014).
Oeij, Gaspersz, van Vuuren, and Dhondt (2017) tied both Schön’s (1983) concept of a
reflective practitioner and Agryris and Schön’s (1974) theories of practice to their study of the
relationship between reflective practices and organizational learning models among project
leaders. Oeij et al. (2017) analyzed secondary data of previously conducted interviews from a
case study on teamwork in innovation projects in which leaders discussed critical incidents. Oeij
et al. (2017) studied the interviews to uncover the leaders’ problem-solving strategies and
behaviors in an exploratory data analysis in which they label the steps taken by the leader to
“induce the phenomenon …into the implicit theory of Schön'' thus making the theory of
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reflective practice explicit (p. 9). Oeij et al. (2017) found that reflection including knowing-inaction and reflection-on-action (Schön, 1983) happened in all three of the cases they studied.
The authors also discovered what Schön (1983) referred to as a surprise in one of the cases, in
which the task does not turn out as planned. Oeij et al. (2017) were also able to describe the
project leaders’ learning according to Argyris and Schön’s models, finding single-loop learning
in all cases, and double-loop learning in two of the cases as the leaders created artful solutions to
their encountered problems. Oeij et al. remarked, “Reflective practice is not always or easily
observable…” (p. 18, 2017), yet making tacit skills (e.g., knowing-in-action or processes for
reflecting-in-action) explicit can guide future practitioners’ learning.
This study will further the research on Schön’s (1983) “Reflective Practitioner.” As I
worked as an instructional coach throughout the 2020-21 school year, I video recorded my
coaching sessions and after observing myself on these videos, I coded my behaviors that
exemplified knowing-in-action, reflecting-in-action, and reflecting on the action. My role as a
researcher in this study required me to compare my characteristics as a professional to the
description of a reflective practitioner provided by Schön (1983), which placed me in the
position of reflecting on my practice. The work of becoming a reflective practitioner (Schön,
1983,1987) required a conceptual framework for thinking through my practices and beliefs as I
studied myself, so I have used Argyris and Schön’s (1974) theories of practice.
Conceptual Framework
Argyris and Schön (1974) presented a study that involved participants who wrote case
studies of challenging interactions in which they had participated, including the situation, their
strategy for handling the situation, and the dialogue that occurred. Then, participants were asked
to re-read their accounts and describe their underlying assumptions that may have led to the
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behaviors observed. From the case studies, the authors generated two models that described the
theories-in-use and the learning experienced by the participants (Argyris & Schön, 1974).
This design was recreated in a similar fashion by Houchens in 2008 and again by
Houchens, Hurt, Stobaugh, and Keedy (2012) and by Houchens, Stewart, and Jennings (2017).
Houchens (2008) investigated theories of practice, building on the work of Argyris and Schön.
He used a case study design to interview administrators and asked them to participate in a
reflective activity. Houchens used the data to construct models of theories of practice for each
school leader. Houchens and Keedy (2009) used Houchens’ 2008 study to explain instructional
leadership behaviors as they related to the theories of practice.
Houchens et al. (2012) created a principal coaching protocol adapted from the theories of
practice framework Houchens and Keedy had articulated in 2009. The researchers’ goal in
creating this protocol was to provide instructional leaders with a structure that would allow the
leaders to engage in deeper reflection thereby increasing the likelihood of double-loop learning.
Houchens et al. (2012) administered the coaching protocol, which consisted of learning about
theories of practice and answering questions to reveal theories of practice to school principals to
guide them through testing and refining a problem of practice over the course of one school year.
The coaching conversations were transcribed and collected as data, then analyzed using narrative
research methods.
In 2017, Houchens et al. extended the Houchens et al. (2012) study by using the coaching
protocol to assist a group of school administrators in understanding their theories of practice, this
time adding a peer coaching element to the protocol. The private coaching sessions along with
the group sessions led to principals articulating a problem of practice and action strategies that
address the area of need. Based on the success of the coaching protocol, Houchens et al. (2017)
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called for further study with participants serving in different roles in education. Houchens et al.
(2012) went so far as to call for researchers to “attempt to study the coach as a subject and
participant of the coaching process itself” (p. 166). As a member of the education field, I am in
the position to continue the use of this coaching protocol as the subject and participant and have
adapted it to use as a method of self-coaching for my own professional growth.
In reviewing the existing literature, a gap exists around the area of instructional coaches
as the subject of theories of practice and reflective practice research. With reflective practitioner
(Schön, 1983) being a designated role of instructional coaches, further studies should be
conducted to build an understanding of the practices of a reflective coach as well as how the
coach experiences growth around reflection. Therefore, in planning the current study, I adapted
the procedures used by Houchens et al. (2017), replacing the participants, who were education
leaders, with myself - an instructional coach - for a deeply reflective study to identify and
describe my theories of practice as well as my models of learning. An introspective study will
not only bring about personal benefits in the form of self-discovery but will also shed light on the
personal experience of self-reflective practices for the reader, filling a gap in the research.
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CHAPTER III: METHODOLOGY
As educators strive to become more effective, coaching has offered hope as a strategy for
professional learning that works (Aguilar, 2013; Knight, 2011; Kraft, Blazer, & Hogan, 2018). In
my current role as an instructional coach, one of my goals is to improve my practice, but without
someone assigned to coach me, I needed to engage in learning independently. Reflective practice
was one way for me to do that. Through a review of the literature, I identified a framework
consisting of deep reflection leading to mapping my theories of practice in order to become a
more effective instructional coach, better equipped to affect instruction and impact education
reform efforts. In addition to revealing my lived experiences in education, this study extends the
work of previous authors who applied the theories of practice framework to leadership coaching
(Argyris & Schön;1974; Houchens, 2008; Houchens, Hurt, Stobaugh, and Keedy, 2012;
Houchens & Keedy, 2009; Houchens, Stewart, & Jennings, 2017). I have designed an
autoethnography that depends on a self-coaching protocol (Houchens et al., 2012; Houchens et
al., 2017) to establish my assumptions, determine problems of practice, and create action
strategies for addressing the problems of practice. While my research project makes use of the
theories, structures, and even research questions from prior studies (Argyris & Schön,1974;
Houchens, 2008; Houchens & Keedy, 2009; Houchens et al., 2012; and Houchens, et al., 2017),
my approach differs by focusing on self-reflexivity and revealing my internal thinking as I
experienced professional growth. I sought to answer the question: In what ways will my theories
of practice around instructional coaching evolve as a result of deep reflection through a selfcoaching protocol? My research questions included:
1. What are my theories of practice for coaching specific teachers in improving their
instructional performance?
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2. How did the self-coaching protocol guide my discovery of effective coaching
practices?
3. How did I perceive the benefits or limitations of the self-coaching protocol in
conjunction with using video to see myself from an outside perspective?
4. Does my use of theories of practice conform with Argyris and Schön’s conception of
double-loop learning and Schön’s conception of the “Reflective Practitioner?”
While the previous authors were motivated by studying how others think and learn, I was curious
about how to reveal my own professional learning processes, so I chose autoethnography.
Coming to Autoethnography
I cannot remember a time in my life when I did not keep a journal. My papa, who passed
his love of language and writing to me, always kept a small black leather-bound planner-style
journal, writing an entry neatly each day with a black fountain pen. I remember several of my
childhood journals. My favorite was a Ramona Quimby diary that asked me questions about
myself, to which I responded thoroughly with large, messy print. As an adult, I have continued
the habit, focusing on thinking through my day, my decisions, my dilemmas, my joys. I am
drawn to reflection. We can leave memories for future reading, but we can also solve our own
problems and think of new ideas while reflecting on current moments. When I was developing a
plan for my dissertation, I considered my writing and values about reflection, hoping my
journaling could be incorporated.
My dissertation committee chair suggested that I might be interested in the work of
Argyris and Schön (1974) around theories of practice and reflective practice. He himself had
completed research around the topic, and it sounded interesting to me. After reading through the
work, I felt intrigued by the theory and drawn to the idea of becoming a reflective practitioner.
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What if I interviewed myself, thus revealing to the world my innermost thoughts to explore my
own reflective practices as a professional educator? I could study myself as an instructional
coach in a culture of school reform to gain a better understanding of my professional problems of
practice as well as how I think and learn to get better. I formulated a question that would guide
my study: In what ways do my theories of practice around instructional coaching evolve as a
result of deep reflection through a self-coaching protocol?
I maintained an interpretivist paradigm as I sought to understand the culture of education
reform through immersion in the field of instructional coaching and to transform the living
culture into a narrative text representing my ontological and epistemological stance (Tracy,
2013). I wanted to understand my own social experience with acquiring knowledge for
professional growth in my state of being as an instructional coach. Understanding the evolution
of my theories of practice around my professional work would require self-reflexivity (Argyris &
Schön,1974), so I chose methods that would allow my voice to shine through while being aware
of my biases and subjectivities. Chang (2008) stated that autoethnography is not just a study of
self – auto – but also a study of a culture – ethnography. Describing my lived experience in a
school setting sheds light on the culture of school improvement, but I also dug into the existing
literature to better understand the background and context for instructional coaching as a
mechanism for education reform. I used vignettes of my own experiences along with connections
to the literature review as a way to reveal the perspectives of instructional coaches and experts in
the field.
Design
My research project mimicked the methods of Argyris and Schön (1974), Houchens
(2008), Houchens and Keedy (2009), Houchens et al. (2012), and Houchens et al. (2017). I
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wanted to explore the depths of my professional learning over time as well, so I applied the same
framework for mapping theories of practice (Houchens, 2008; Houchens & Keedy, 2009;
Houchens et al., 2012; Houchens et al., 2017) to my own beliefs, assumptions, and actions over
the course of the 2020-2021 school year. I needed a way to reveal my assumptions and beliefs,
so I depended on Houchens’ (2008) and Houchens’ and Keedy’s (2009) framework for mapping
principals’ theories of practice (Argyris & Schön;1974) to illustrate connections between my
assumptions of practice, their roles, and the action strategies for improving my coaching skills.
While Houchens (2008), Houchens and Keedy (2009), Houchens et al., (2012), and Houchens et
al. (2017) studies relied on mapping principals’ theories of practice to explore the principals’
learning experiences over time, my study placed me, an instructional coach, as the subject and
the researcher of the project.
My research questions asked how I improved over time, so I needed to find a way to
experience coaching even though I had no one with whom I could work in this capacity.
Houchens et al. (2012) had developed a coaching protocol designed to provide deep reflective
practices and promote double loop learning (Argyris & Schön;1974) for principals, which was
further used by Houchens et al. (2017). The protocol (Houchens et al., 2012; Houchens et al.,
2017) consisted of at least three sessions. The researchers began the First Session by providing
an overview of the theories of practice and interviewing the principals to establish their beliefs,
assumptions, and action plans for addressing their problems of practice. Houchens et al (2012)
and Houchens et al., (2017) collaboratively mapped the participants’ theories of practice using
the framework established by Houchens (2008) and Houchens and Keedy (2009). The Interim
sessions of the coaching protocol included reviewing the theories of practice that had been
mapped in the first session. Houchens et al. (2017) included group coaching sessions, where the
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principals discussed their problems of practice together, which might have worked for me if I
had been in a situation with access to multiple coaches. The protocol Houchens et al. (2012) and
Houchens et al. (2017) used could be altered into a self-reflection tool allowing me to interview
myself, provoking deep reflection, prompting honest answers, and going beyond espoused
theories of action (Argyris & Schön,1974).
I leaned heavily on the structure of the Houchens et al (2012) and Houchens et al. (2017)
protocol when designing my protocol for this study. I separated my project timeline into three
sessions, which I called phases. I also followed the Houchens et al. (2012) structure of each
phase. I studied Argyris & Schön’s (1974) theories of practice framework deeply and continually
looked back to the seminal work as I considered how I was experiencing learning. Like the
previous studies, I began by establishing my assumptions about good coaching as well as my
perceived problems of practice. The prior studies did not collect self-observation data for
obvious reasons, but it was necessary for me to see myself at work from a researcher's
perspective. I collected videos of myself coaching others to observe myself as a researcher and
professional seeking to grow. As in Houchens (2008), Houchens and Keedy (2009), Houchens et
al. (2012), and Houchens et al. (2017), I used a set of interview questions, but in my case, I asked
the questions of myself after viewing the videos of myself coaching. I read the questions to
myself and reflected on my practices and beliefs to write responses to each question, which I
used to map my theories of practice (Argyris & Schön, 1974).
All data collected throughout the project was compiled and organized in NVivo software
for analysis. Chang (2008) described the dynamics of the data collection, organization, and
analysis as a “cyclical process” (p. 122), so I continually evaluated the data to determine what
was needed for the project. At the conclusion of each phase of data collection, I conducted a
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more formal mini analysis of the data collected looking for topics, themes, relationships, and
connections. The process of collecting and analyzing data was interconnected, and those
processes are reported in more detail in the appropriate sections below.
Table 1
Timeline of Self-Coaching Protocol
Phase
Phase I

Interphase
Phase II

Interphase
Phase III

Elements of Protocol
1. Write a philosophy of coaching and collect personal memory data to
reveal assumptions about coaching practices and the culture of school
improvement.
2. Record a session of myself coaching a teacher.
3. Write a journal entry to reveal a first-person perspective on the coaching
session experience.
4. Self-observation of the recorded video of the coaching session. Take notes
on coaching practices.
5. Write responses to questions from a self-coaching interview.
6. Develop a theory of action to address a problem of practice.
7. Create a map of my theories of practice.
1. Write journal entries to reflect on professional experiences.
1. Record a session of myself coaching a teacher.
2. Write a journal entry to reveal a first-person perspective on the coaching
session experience.
3. Self-observation of the recorded video of the coaching session. Take notes
on coaching practices.
4. Write responses to questions from a self-coaching interview.
5. Either revise the original theory of action or develop a new one to address
a new problem of practice
1. Write journal entries to reflect on professional experiences.
1. Record a session of myself coaching a teacher.
2. Write a journal entry to reveal a first-person perspective on the coaching
session experience.
3. Observe the recorded video of the coaching session. Take notes on
coaching practices.
4. Write responses to questions from a self-coaching interview.
5. Either revise the original theory of action or develop a new one to address
a new problem of practice.
6. Review original philosophy of coaching to confirm beliefs or make
revisions if necessary.
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Being the Researcher and the Participant
Utilizing an autoethnographic approach, I studied the culture of school improvement
through my experiences in coaching during the 2020-2021 school year which took place between
October 2020 and April 2021. Chang (2008) described the areas that should be considered when
collecting data for autoethnographic projects: personal memory data, self-observational data,
self-reflectional data, and external data. I used multiple techniques to collect data to answer my
research questions effectively, including journaling, interviewing, and observing myself as the
sole participant, as well as reviewing documents and artifacts. The process of collecting data
using qualitative methods implicates me as a part of the study, “the means through which the
study is conducted,” and thus having an influence on the work, as I will make decisions and
reflections through my own perspective and interpretation (Rossman & Rallis, 2012, p. 5). As I
gathered data and analyzed it, I practiced reflexivity, which means “being aware of yourself in
the situation of action and of the role of the self in constructing that situation” (Bloor & Wood,
2006, p. 145). I was cognizant of this potential bias but have embraced my perspective as
bringing a unique quality to the study (Rossman & Rallis, 2012). As I gathered data and analyzed
it, I worked systematically to explain and describe in rich detail every step of the process for
readers (Rossman & Rallis, 2012).
Research Site
My study focused on moments of growth in my professional life in an education reform
setting, with my “life documents” consisting of my journal entries, self-interviews, and selfobservation field notes from my own instructional coaching videos. Through this study, I sought
to restory (Creswell, 2013), or retell in rich description, my experiences as an instructional coach
in a Kentucky elementary school over the course of the 2020-21 school year. I studied myself as
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a member of a group of instructional coaches working within the Kentucky Department of
Education at a local independent school district. The small size of the district with its unique
demographic made it easily identifiable, so I have refrained from providing nominal information
about the district, administrators, teachers, or students and will instead use pseudonyms when
referring to the school and its members.
Collecting Data
As previously described, I used a coaching protocol that included questioning to evoke
reflection and bring to the surface the underlying beliefs, assumptions, and theories of the
practitioner. Instead of interviewing and studying others to map out their theories of practice
(Argyris & Schön,1974; Houchens, 2008; Houchens et al., 2012; Houchens & Keedy, 2009; and
Houchens et al., 2017), I studied myself, relying on self-observation and reflexivity to describe
and analyze my personal experiences to reveal my professional growth that occurred through
reflective practices in a culture of school reform. I needed a way to collect my raw reflections so
I could identify assumptions and beliefs that did not align with my actions as if from an outsider
looking in to ensure the capture of any differences between my espoused beliefs and my true
theories of action. I wanted to reveal my learning and growth, which I knew would never happen
at a deeply personal level unless I could capture unfiltered data making my underlying
assumptions and thoughts visible. I did not have access to a coach who would interview me or
facilitate the protocol for me as in the Houchens (2008), Houchens and Keedy (2009), Houchens,
et al. (2012), or Houchens et al. (2017) studies, so I turned the coaching protocol on myself,
adding self-observation to each phase as a method of simulating an outside look at my
practice. In summary, I collected many types of data including personal documents, field notes,
self-observation notes, and three self-interviews.
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Personal Documents
I began my study by collecting personal documents to establish my underlying
assumptions, which helped when constructing my theories of practice. To determine my
espoused theories of action, I used my philosophy of coaching. In the philosophy, I included my
reasons for being a coach, what I believe a coach can do for teachers, and my expectations for
myself in the role of a coach. Chang (2008) recommended creating an autobiographical timeline,
which I developed in the early stages of the project by describing both the experiences leading up
to my career in education and my professional experiences that have shaped who I am as an
educator. I continually reflected on and revised this autobiographical timeline throughout the
study as I engaged in new experiences in the culture of school improvement and as I considered
my theories of practice.
In addition to personal memory data, I collected self-reflective data to establish my
personal values as well as my cultural identity and membership through journaling. At the start
of the project, I completed a culture-gram (Chang, 2008) to collect data about my present self
and to reveal who I am as a multi-cultural human being. Through intense self-reflection, selfobservation, and self-analysis, I collected data that revealed my underlying assumptions, which
was a necessary method for answering research questions 1 and 4.
Field Notes
Throughout each phase of the project, I took field notes by typing a schedule of
occurrences chart and by using a digital recorder to capture the events and experiences in the
moment as they happened. This data could be used to provide rich detail illustrating the world of
education reform. I reflected on my day-to-day interactions in a journal every evening. This
journaling provided detailed descriptions of my interactions with other educators, which could be
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used to provide an understanding of the culture of school reform. In those daily interactions were
pieces of information about my practices and behaviors which were useful in answering
Research Questions 1 and 4.
Self-Observation
In each phase, I recorded a video of myself coaching a teacher. As soon as I was finished
with the coaching session, I journaled about the experience to reflect on what happened, what I
was thinking about during the session, strategies that were successful as well as those that
brought the expected result. After reflective journaling, I collected self-observation data by
watching the video to take notes of evidence of effective coaching. The notes were organized in
a table (located in the Appendix) that revealed how my actions compared to my espoused
theories of action. The note-taking table listed Knight’s (2011) Partnership Principles on one
side, and open space on the other for me to remark on my behaviors and language from the video
that matched the Partnership Principles.
Self-Interview
After observing myself coaching and analyzing my practices, I completed a selfinterview (Houchens et al., 2012; Houchens et al. 2017), which enabled me to participate in deep
reflective practice about my experiences throughout the entire phase. The self-interview tool was
developed using the coaching protocol from Houchens et al. (2017). The questions differed in
terms of being self-directed instead of aimed at coaching others, but the content in both sets of
questions focused on the roles, the assumptions, beliefs and values, effects, strategies and change
over time. The concept of theories of practice was at the heart of both interviews, and once the
questions were answered, the researcher should be able to build a map of the respondent’s
theories. Interview questions for my autoethnography included:
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1. What is my role as a coach in this situation? What does that role mean for me?
2. What deep, underlying beliefs and values do I have about the teaching and learning
happening in these coaching sessions?
3. What has been the result of my coaching in these sessions? What has worked? Why?
4. Describe a coaching strategy that did not work. Why do you think it failed? What did you
do, or will you do differently (if anything) as a result of that failure?
5.

Are my beliefs changing as I work through this coaching protocol? If yes, how are they
changing?
From the self-observation and interview, I identified a problem of practice with my

coaching. In keeping with the Houchens (2008), Houchens and Keedy (2009), Houchens et al.
(2012) and Houchens et al. (2017) studies, I mapped my theories of practice (Argyris & Schön,
1974) including my assumptions about coaching, teaching, and learning to address the problem
of practice. I added action steps to the theories of practice map along with my desired outcomes
which I labeled coaching effects.
The self-observation data, self-interview, and theories of practice maps would be used to
answer all four of my research questions as well as my overarching question.
Data Collected
At the conclusion of each phase, after creating my theories of practice map, I uploaded all
journal entries, videos, transcripts, field notes, and maps into a project using the NVivo computer
program. I organized the data in folders, labeling each with the following titles:
Autobiographical Data, Interphase Data, Phase I, Phase II, and Phase III. Overall, I organized
129 pages of data along with five coaching session videos and eleven voice memos of reflections
taken in the field (Table 2). Organizing the data according to the phases was helpful in reflecting
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on the evolution of my learning and my theories of practice (Argyris & Schön, 1974) from a
temporal perspective.
Table 2
Types of Data Collected and Volume
Types of Data Collected

Volume

Autobiographical Information

7 pages and 1 graphic

Journal Entries

13 pages

Field Notes Including Voice Memos

58 pages; 12 minutes 37 seconds

Videos of Me Coaching Teachers

161 minutes 11 seconds

Transcripts of Videos

34 pages

Self-Observation Data

5 pages

Self-Interviews

7 pages
Data Analysis and Interpretation

I found it very difficult to separate the collecting process from analysis and interpretation
because these methods were happening simultaneously. In my primary-cycle coding (Tracy,
2013, p. 189) process, which relied on exploratory coding methods (Saldaña, 2013), I read
through each entry line-by-line adding Descriptive Codes (Miles & Huberman, 1994; Saldana,
2003; Wolcott, 1994) to label the data by topic. Occasionally, I used In Vivo codes (Charmaz,
2006; Corbin & Strauss, 2008; Glaser, 1978; Glaser & Strauss, 1967; Saldana, 2013; Strauss,
1987; Strauss & Corbin, 1998) but only when a phrase or statement stood out to me as
potentially significant. I repeated the primary cycle coding after collecting data at each phase,
always going back to the first phase to begin the coding process.
After I finished collecting Phase III data and completed open coding in all three phases, I
set the project to the side. My original plan was to complete coding and analysis on the entire
65

project immediately after collecting Phase III data, but the spring semester in our school district
was extremely busy as we prepared students for state testing and completed end-of-year
reporting. I found myself exhausted and unable to complete the study. I picked it back up again
over the summer, starting with reading and re-coding Phase I data, then Phase II, before finally
reading and coding Phase III. As I looked over the codes, I noticed that many had only one or
two data points assigned, and I had created new codes when reading Phases II and III that I
might not have used when coding Phase I or II. To ensure that the coding process was complete
and reliable, I reviewed and coded two more times, always reading through the entries in order
from Phase I to Phase III. When I felt sure that the data had been analyzed thoroughly, I printed
all of the data files and hand-coded them without looking at the computer coding so I could
compare the two sets of coded data to ensure consistent coding practices and provide greater
reliability. In areas where I found discrepancies, I cleaned up the codes to make sure each datum
was coded in the most appropriate way. My primary cycle coding produced 219 codes, of which
an excerpt can be viewed in Table 3 and in its entirety in my codebook in the Appendix.
Throughout the primary cycle coding process, I could not help but interweave coding and
analysis as thoughts about the work entered my head while reading the data and reflecting on
codes. In these instances, I made use of analytic memos in the form of analytic asides “focused
on the meaning of codes and the connections among them” (Tracy, 2013, p. 196). I created some
of these memos using a voice memo on my phone and others by writing them in the NVivo
software. I uploaded the voice memos and linked all analytic memos to the codes and documents
they were describing. For example, on December 6, 2020, I wrote the following memo, which I
linked to the code Coaching Roles:
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As I code, I notice that I have to pause and think about which instructional role I played
during the events I am coding. Often there are more than one, and Killion stated that
crossover and multiple roles simultaneously are possible. I was conscious of the different
roles I play when I was experiencing these situations, but I was not thinking, “as I go into
this meeting, I will be this role or that role.” I wonder if that would have guided my
dialogue or influenced my reflections. I'm curious about how intentional reflection on
roles prior to entering a situation might affect the outcomes of the meeting or event.
These memos helped determine themes and concepts as they emerged and also to begin thinking
about which codes were most important to the study. I was beginning to feel overwhelmed by the
magnitude of codes and knew that I needed to narrow my focus. I reviewed my research
questions considering the existing codes to think about what themes and concepts were emerging
around the question topics.
Table 3
Primary Cycle Codebook Excerpt
Primary Cycle Coding
Name

Description

Examples

Administrative
Planning
Meeting

An activity I participated in as an
instructional coach; describes how
my time was spent and what my
responsibilities are

From Self-Observations Phase II
Week II
1:00 - 3:00 Teacher Support Meeting

Advocating for
Literacy Beyond
School

Participating in professional
obligations outside of my career
with Russellville Independent
Schools. For example: Serving on
a professional board or
participating in an activity led by a
professional organization

6:00 pm Attended KRA meeting

Analyzing Data

In the role of coach, I analyze
student data by myself, with other
education leaders, and with

I’ve been reviewing the data - so far
I’m satisfied with the gains we’re
making.
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teachers to guide our decision
making about instruction and
curriculum
Assessing
teacher efficacy

An activity, statement, or
reflection I participated in or made
as an instructional coach;
Describes one of my roles and
responsibilities - assessing the
teacher’s behaviors to determine
her capabilities

She’s organized and she’s a good
thinker.

Assumptions
about coaching

My thoughts and beliefs about the
general practice of instructional
coaching

The work of the coaches is to support
teachers

Assumptions
about teaching

My thoughts and beliefs about the
general practice of teaching

My thoughts are that teachers not
only have to use them the way the
program has described them but also
in a timely manner or it will be
impossible to teach everything that
needs to be taught. I believe that the
lesson needs to be engaging and fast
paced.

To begin second-cycle coding (Saldaña, 2013), I made a copy of my entire primary-cycle
code list and stored it in a folder called copy primary-cycle codes. I recognized that many of the
codes were related, so I used Axial Coding to create second-cycle codes. For example, I had
assigned codes to evidence of voice, choice, equality, dialogue, reciprocity, and reflection
occurring in coaching conversations with teachers. These items were all components of Knight’s
(2007) Partnership Principles, so I created a second cycle code “Partnership Principles” and
assigned the first cycle codes to it (Table 4).
Table 4
Secondary Axial Coding
Secondary
Cycle Code

Description
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Partnership
Principles

Behaviors that demonstrate Knight’s (2011) Partnership Principles including
equity, voice, choice, dialogue, reflection, respect

Primary
Cycle Codes

Description

Examples

Equality

Collaborating teachers are
recognized as equal partners

Tomorrow we have PLCs and while I
enjoy providing input (of course, my
strength) I struggle to make them
collaborative. I thought of bringing
talking chips to make sure everyone's
voice is heard

Choice

Teachers are given the opportunity She got to make the decisions about the
to make a decision in what and how areas we would focus on, I was open and
they learn
tried to be casual about the conversation.

Voice

Teachers having the opportunity to
express their points of view

Me: What are your next steps?
Teacher: I think I’m going to start my
Google Meet tomorrow by teaching
them about SLANT. And showing them
how and why. Lots of positive
reinforcement for friends that are doing
what they’re supposed to be doing.
Maybe not acknowledge the negatives
while we’re still working on it. I think I
can make a little poster to stick behind
me, like a little picture of what
SLANTING looks like.

Dialogue

Engaging in an open conversation
where each party tries best to listen
to understand what others say

I enjoyed the conversation and I think
she did. She’s really easy to talk to, and
I think she enjoys the reflection based on
her smile and her conscientious work
habits.

Praxis

When coach and teacher are
engaged in learning a new teaching
strategy

Teacher: And I did write that I messed it
up first. I just skipped over this whole
part and then we went back after the
book! (Laugh)
Me: That’s the beauty of a checklist,
you know? Cause you can find those
things for yourself. So.

Reflection

Actions, behaviors, and language
that indicate the coach and/or
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I felt like there wasn’t enough
collaboration. I remembered writing

teacher are thinking back to the
about talking chips last week but didn’t
lesson/work to move the instruction use them. I’m going to talk to Robin and
forward
Kaylee about it this week. I think we
can reframe the question – What will
you do about students … and instead say
What could she do … to the group.
Reciprocity

A Partnership Principle (Knight)
which means the coach and the
client/s are both learning through
the learning experience. Code when
actions, behaviors, or words
indicate both the coach and client/s
are learning together through the
coaching conversation or
professional learning event.

I am also learning about her – what she
understands about small group
instruction and what’s important to her.
She asks questions, so I think she is an
open learner. She has some ideas about
where the students are as far as their
reading levels, but she still asks
questions about the work, so I think
she’s a little unsure of her decisionmaking.

Tracy (2013) recommended multiple rounds of secondary coding, followed by a return to
the research questions and a review of the literature before moving on to advanced forms of
interpretation. With the research questions in mind, I created codes in NVivo using ideas that had
emerged associated with the research question and assigned the codes that aligned with the new
codes (Table 5).
To answer the overarching research question, I used a Longitudinal Coding Matrix
(Appendix) to organize the theories of practice maps from the three phases, which helped
visualize the change that occurred over the course of the year. For each phase of the project, I
used the theories of practice maps I had created as a way to reveal my beliefs and assumptions
about coaching at the end of the associated phase. Re-reading and analyzing how each theory had
changed and evolved provided a deeper understanding of my professional growth across the
timespan of the project.
Returning to the research questions guided my decisions as I analyzed the data, but there
were categories that emerged beyond the scope of the research questions: COVID 19, Culture of
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School Improvement, Coaching Practices, Feedback, Relationships, Responsibilities of
Instructional Coach, and Roles of Instructional Coach. I created codes for each of these
categories too and organized the first cycle codes within them. I used analytic memo writing
again as a heuristic for reorganizing the coded data. As I thought of the concepts and themes that
the codes were a part of, I made memo links connected to the second-cycle codes. Grouping the
codes in this way allowed me to review the data, which had been fractured by the coding
process, rearranged with other data, and reassembled with the theme in mind to tell the story of
my reflective practice and professional growth. After many iterations of coding, I reached a point
of saturation, realizing that I could pull no further themes from the data.
Table 5
Second Cycle Codebook
Code

Description

Example

Effective
Coaching
Strategies

Evidence that suggests I used a
coaching strategy that was
effective

My coaching strategies in this phase
included questioning, the use of
surveys, and offering a teaching
strategy.

Ineffective
Practices

Evidence of coaching behaviors
and practices that did not work
when I tried them or have been
described in the existing literature
as ineffective.

She doesn’t seem to be able to
connect the data to practice on her
own, so I ended up doing a lot of the
talking about each child’s data.

COVID 19

Situations, events, and behaviors
that affected my work as an
instructional coach due to the
COVID 19 pandemic.

This pandemic has caused so many
weird situations. This morning I
observed lessons online from my desk
at central office.
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Culture of
School
Improvement

Behaviors, assumptions,
comments, and events that
illustrate the culture of school
improvement. Fullan defines
school culture as “the guiding
beliefs and values evident in the
way a school operates” (2007).

Feedback

Behaviors, actions, and language
Of course, the feedback today was
that is demonstrated by the coach
mostly positive. It’s easier to be
or the teachers to communicate
thankful about positive feedback.
information about how effective or
ineffective the receiver is

Relationships

Those behaviors, actions, and
language which impact the
connection between the people
who are communicating. This
could be positive or negative.

Responsibilities
of the Coach

Behaviors, actions, and language
Worked on the Guided Reading Data
that indicate I as the instructional
Chart – fixed the color coding and
coach, am responsible for a
started analyzing data
particular duty that is being carried
out including paperwork,
planning, scheduling, testing
students, etc.

Roles of the
Instructional
Coach

Behaviors, actions, and language
that demonstrate one of the
coaching roles as set by Killion
(2017): instructional specialist,
learner, learning facilitator,
mentor, resource provider, school
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It made me think she’s thinking about
this from a standards-based approach,
which is good.

I sent my newsletter out today, and I
got a very sweet email from Mindy
telling me that it was positive and
looked great. Cassie emailed and told
me she loved it. It got 160 views
today, so I'm pretty hopeful that this
could be a good way to communicate
and spread good vibes across
schools.

Role Learner: I hope I was able to
convey that we will be learning
together in the area of math – I think I
told her that at one point.

leader, data coach, curriculum
specialist, classroom supporter

Conclusion
Chang referred to data collection and interpretation as the “crux of autoethnography”
(2008, p. 137), and I found that through dedicating a large amount of time to thinking about the
coded data, how to organize them, and what information could be gleaned from the data after it
had been labeled and organized, that I was learning even more about my theories of practice
(Argyris & Schön, 1974). As I was looking at the items organized in the “Responsibilities”
folder, I wrote the following memo:
I have written all these codes under the premise that I have too many responsibilities or
that my time has been commandeered by the administrators and that must be why I have
not modeled more lessons for people, but the truth of the matter is, I set my own
schedule. I am the one saying how I will spend my time. I could rearrange this time and
spend more with teachers in their rooms helping and say no to some of these other things.
The problem is that I like saying yes. I like being included in the decision-making
conversations. I like planning conversations more than being in them. Looking at the
codes is eye-opening. There are 47 coded items under Planning and only 2 under helping
a teacher with her work. To be honest, my feelings about helping a teacher with her work
are not super positive, but they should be! I need to switch my mindset to being more of a
helper and less of an expert.”
Overall, through the analysis and interpretation process, I recognized how the work of the
instructional coach could essentially mobilize school improvement efforts and how relationship
issues had the potential to stop progress in its tracks.
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Ethical Considerations
Tullis (2013) explained that ethical considerations for the field of autoethnography are
not any more lenient than other qualitative methods. Tullis (2013) referenced Christians’ (2005)
guidelines for the Code of Ethics for research, remarking that despite the question of whether or
not autoethnography is actually research, people involved in an autoethnography, should know
about the study and be given a chance to decline participation (p. 246). The process for
establishing ethical foundations is less clear. The Institutional Review Board (IRB) exists to
approve, or conversely to disapprove, of research projects depending on whether the proposed
study meets the guidelines of the Ethics Code and the Belmont Report. The issue for
autoethnographers is that not every IRB considers autoethnography as research. Tullis (2013)
recommended submitting autoethnographic projects to IRB for review prior to completing the
study in order to avoid sanctions for not making ethical decisions. My study has been deemed
exempt from the IRB.
Regardless of exclusion from the IRB, I followed the recommendations provided by
leading researchers in the field of autoethnography. Tullis (2013, pp. 256-257) explained the
ethical concerns of writing an autoethnography listing seven guidelines: (1) Do no harm to self
and others; (2) Consult the IRB; (3) Get informed consent; (4) Practice process consent; (5) Do a
member check; (6) Do not present publicly or publish anything you would not show the persons
mentioned in the text; (7) Do not underestimate the afterlife of a published narrative. In addition,
Tullis (2013) added that “it is important that autoethnographers do not ignore the potential for
personal and professional self-harm while minimizing risk and maximizing benefits to others'' (p.
256). I am the subject of the study and, therefore, the sole participant. However, interactions with
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other people including teachers, the principal, and district-level administrators were reflected on
and included in the study, so I was mindful of relational ethics (Chang, 2013; Ellis, 2007).
Ellis (2007) defined relational ethics as “mutual respect, dignity, and connectedness
between researcher and researched, and between researchers and the communities in which they
live and work” (pp. 4-5). Ellis (2007) wrote about the importance of practicing critical reflexivity
when writing autoethnography in order to demonstrate the high regards with which we hold a
relationship. Hernandez and Ngunjiri (2013) elaborated on critical reflexivity (Ellis, 2007) by
describing an “internal struggle” the author has with him or herself (p. 270). Therefore, as I told
my story, I expected to experience conversations with myself negotiating how much of the story
to tell to avoid bringing harm to myself or those with whom I interact. I encountered this internal
struggle on several occasions throughout the collection and analysis of this project. In December
between phases II and III, I encountered a situation with the principal regarding feedback that
left me in such a dilemma that I considered not including the event in the dissertation. In my
mind, I thought of every excuse to leave the incident out:


This happened between phases so it would be easy to leave it out.



It didn’t happen while I was coaching a teacher, so it doesn’t really need to be in the
story.



I even thought, I am going to look so unprofessional and like a big baby if I include that!

In the end, as I reviewed my actions and language through the remainder of the study, I knew I
had to include it because it resulted in a change in my assumptions thereby affecting my
coaching. I worried about how the principal would react to the story being included, but I knew
the issue I had with the principal was my own, and I felt I could write it in a way that revealed
the trust issue but did not vilify her or damage her reputation. I provided her with a copy of the

75

story as a member check to ensure her perspective was taken into consideration for the final
report.
Another ethical issue I encountered was my limited perspective. This story was told
through my perspective alone, creating a dilemma of researcher subjectivity (Chang, 2013). I
acknowledge the limitations resulting from this method and thus conducted member checks
(Tullis, 2013), offering the people who are included in my interactions an opportunity to affirm
or rebuke my stories to give respect to their perspective in the work.
I followed Tullis’ (2013) ethical guidelines by informing members of the school faculty
and the principal about the study as a courtesy, communicating to them that even though the
teachers with whom I work will not be the subject of the study, my project will include their
reactions and behaviors so that I may analyze my own practices to determine my professional
growth as a coach. I will not release the videos or use them in any way other than to study
myself, and I will provide a brief overview of the study and seek the consent of the teachers I
coach. Tullis (2013) recommended following “the principles of autonomy, beneficence, and
justice” (p. 250), so accordingly, I will not use the names of the school district, school, or
teachers in the study. Instead, I will provide pseudonyms for the school district, school, and
teachers.
Summary
Qualitative research methods, more specifically autoethnography, make the most sense
for my research project as I seek to explore professional learning in a culture of education reform
from a first-person perspective thus revealing my journey of growth to readers. I hope to answer
the question: In what ways, did my assumptions of practice about my coaching behaviors evolve
as a result of self-reflection on the qualities of the partnership approach to coaching? As both the
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subject and the researcher, I have maintained an open, curious disposition as I collected,
analyzed, and interpreted data to provide insight into improving professional learning conditions
for myself and other instructional coaches.
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CHAPTER IV: HOLDING THE MIRROR
“To live without mirrors is to live without the self.” ~ Margaret Atwood
The overall purpose of this narrative is to provide a detailed description of my
experiences in learning through my use of the self-coaching protocol. In this chapter, I provide
an autoethnographic account of my experiences with professional learning in a low-performing
school during the 2020-21 school year. While this story of my learning is written in narrative
form, it is not fiction, but instead, the result of moments of learning that were collected and
analyzed throughout this project.
School Improvement Amidst a Pandemic
September 16, 2020
Upon entering the school, I stop to check my temperature and sign in on the small desk
wondering how many people have touched the pen as I record my temperature on the sign-in
sheet. While I’m looking down at the desk, I can see where the floor meets the wall and notice
the dirt that has been waxed into the tile creating a layer of permanent filth, the result of
contracted custodial service versus hiring people who belong to our district. I drop the pen on the
table and head toward the glass doors, flashing my badge over the electronic keypad. There’s a
beep and a click, and I open the doors to move down the red hall to the literacy room where I
keep a desk. My real office is at the board of education’s central office, but I am rarely there. I
am a coach. I work in the schools with the teachers to improve the quality of instruction for
students through conversations, modeling lessons, and reflecting.
This year, school has been different because of the COVID-19 pandemic. Many
surrounding counties have switched their schedules to a hybrid model where students only attend
two days a week on alternating days to reduce the number of students in the classrooms.
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Fortunately, our school district has worked hard to keep our elementary students at school,
knowing how desperately they need to be here. Seventy-eight percent of them qualify for free
and reduced lunch, and for some, the only hot meals they will eat today are in our cafeteria. They
also need to be here for lessons; their achievement scores are perennially low, leaving us only a
step away from being in priority status as a low-performing school under state assistance. I think
back to the beginning of the school year and remember how difficult it was to just get started:
August 10, 2020
So many things to consider tonight. We’ve spent so much time planning a safe re-entry
for school amidst COVID 19 - spent tens of thousands of dollars – and today the
governor has announced there will be no school until September 28 . We are devastated.
th

We need our students back in school. They’ve been gone too long, and we miss them.
Fast forward to September - Despite our excitement about returning to in-person instruction,
working in school during a pandemic is stressful. Teachers must keep documentation of students’
locations and with whom they have been in contact in case someone tests positive for the virus.
In that way, we keep track of who needs to be contact traced and quarantined. Students sit at
desks surrounded by plexiglass with masks on their faces all day to keep potential germs at bay.
Most of the teachers try to keep the plexiglass wiped down, but sometimes when I walk into a
classroom, I see greasy smears from grubby hands and fingers. Once I was in a kindergarten
class where they don’t have to wear masks, and I watched a little boy lean into the plexiglass,
open his mouth, and press his tongue against the clear plastic for the child next to him to see.
They’re only five, I thought to myself. “Don’t lick the plexiglass,” I said to the child. His teacher
put her hand over her face and shook her head exasperated. She is tired, I thought. I smiled at her
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and shook my head too, trying to send a message - I understand how you feel. She grabbed a
Lysol wipe and cleaned the saliva-streaked surface.
I am hoping to support Miss Reed’s class this year through instructional coaching. Our
school, Robinwood Elementary, has established a coaching cycle based on Knight’s (2011)
Impact Cycle, where teachers enroll in coaching on their own, we meet to identify a goal; learn a
strategy for improving instruction; and then, work to improve the strategy to impact student
achievement. Sometimes teachers are required to enroll in coaching instead of signing up on
their own. This might be because of low performance on an evaluation, a high number of
behavior referrals, or recurrent low student achievement on common assessments. Miss Reed has
enrolled in coaching on her own. As a first-year teacher who completed her student teaching in
Spring of 2020, which was virtual in the state of Kentucky due to the COVID-19 Pandemic, she
has limited experience working with students in an in-person setting. She is not alone. At
Robinwood Elementary this year, we hired nine new teachers, and six of them had never been
responsible for their own classrooms. This turnover was not new to our school, and in fact, is a
common problem for lower-performing schools in Kentucky. According to the Kentucky State
Report Card, in 2020-2021 Kentucky experienced a 16.2% turnover rate (Kentucky Department
of Education, 2022).
My role as an instructional coach is to support teachers in making improvements to their
instruction. But this is not a story about Miss Reed’s learning nor any of the other teachers whom
I coach. This is a journey into self-exploration, making public my innermost thoughts and
experiences as a learner in the field of elementary education using a self-coaching protocol.
Phase I
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As I began the first phase, I considered my learning intentions just as if I would identify a
goal with a teacher. My previous feedback from supervisors guided my thoughts about building
relationships with teachers, but I felt like I had good working relationships with some of the
teachers. I struggled with separating myself as a coach for others versus a coach for me very
early in the process. I was setting up the structures for my own learning, and I was trying to
focus on helping our teachers improve their practices simultaneously. I reviewed my philosophy
of coaching that I had recently created at a leadership training.
I believe what you do matters, whether you are an administrator, instructional coach,
teacher, parent, or student. Your choices affect you and the others around you.
I believe that we must do things to help each other believe in ourselves, because “the
moment [we] doubt whether [we] can fly, [we] cease forever to be able to do it” (J. M.
Barrie, Peter Pan).
I believe we are all capable of more than we realize and support from others around us
can help us think beyond ourselves, empowering us to become more than we ever thought
we could be.
I believe coaching can bring new learning through conversation and deep reflection, and
with that a feeling of tremendous confidence which will bring a higher level of
effectiveness.
These belief statements proclaim to the world that I believe in the goodness of human beings, but
the request from the assistant superintendent to work on relationships meant that I should begin
to consider whether my behaviors matched my espoused values. As the researcher, I decided to
observe myself before establishing my theory of practice, but as the educator, I was cognizant
that this might be a problem of practice (Argyris & Schön, 1974) for me. I began collecting field
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notes during the day at work as I completed my responsibilities, and in the evenings, I journaled
to reflect on my work.
A Day in the Life of a Coach
October 26, 2020
I have tried to make my 45-minute commute on a winding country road with no phone
service feel more productive by listening to audiobooks, podcasts, and even just a moment of
relaxation with some music, but still, I dread the commute. Just think about all the things I could
be doing if I lived closer to my workplace. I am not alone in this; most of our teachers are
driving from nearby communities because we simply do not have enough teachers in our city to
meet the needs of our student population.
This morning, as per my routine, I drove straight to the elementary school, stopped for
coffee in the front office, and headed for my classroom to prepare for the day. I started working
on my Professional Growth Plan (PGP), which was due by the 30 , when Mrs. Smith, the
th

preschool director and principal of our primary grades, popped in and sat down to chat. She was
telling me all about her weekend and asking me about mine. I sipped coffee and told her about
my son’s book talk assignment that we had worked on as a family. Switching gears, she asked
how her teachers were doing. I told her how positive and receptive they have been to the
coaching process and went into minor details about our recent focus. Ms. Reed has been
working on improving her small group reading instruction, and I was scheduled to record her
class later today. Mrs. Smith said it sounded great and headed out. Casual conversations like this
one do not often happen for me. I tend to concentrate on the work, believing that people will
have more respect for me if I stay away from small talk.
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I finished my PGP and emailed it to my supervisor, for approval. I felt like I had built
good relationships with some of the teachers over the past five years, but there were people in
our schools who did not enjoy receiving feedback. I would have rather focused on something like
Standard 6, Professional Capacity of School Personnel, or Standard 10, School Improvement, but
I added Standard 7: Professional Community for Teachers and Staff as requested and set a goal. I
will learn and put into practice strategies that will develop and support working relationships
among leaders, faculty, and staff to promote professional capacity and improvement of practice
as evidenced by end-of-year survey data. I sent Mr. Forsythe the plan, grabbed a notebook and
pen, and headed to the reading intervention room across the hall to observe a lesson.
In the intervention classroom, five or six students sit at each of the four tables set up as
stations with an adult team member at each. Depending on the station, students are reading, using
magnetic letters to make words, discussing a book, or writing about a text they read. I’m looking
for engagement by noticing student behavior – What are they writing? What questions are they
asking? How do they move their magnetic letters as the teacher calls the word to spell? The
“Word Work” station caught my attention because the students were not all making the words at
the same time. Instead, Ms. Lillianna was moving from student to student asking them to change
the word to the next word. I suggested she call the word for the group, and everyone make it at
once. “I would, but they can’t hear over this plexiglass, so I have to go around and tell them
anyway,” she replied. I thought to myself, I should have written that on a note and left it for her
instead of interrupting her group. After about 20 minutes, I left the classroom thinking, this is a
little different from the Guided Reading small groups. I should get a manual for myself to see
how to teach it. I have been trained in the intervention program, but since I don’t teach it every
day, and my work is so varied, it’s difficult to remember everything about a program. When
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observing, I try to think about the level of engagement I see, how well students are achieving the
intended learning, and the basic program guidelines. My goal is to improve the quality of
instruction by building the teacher’s capacity and self-efficacy. While not everyone signs up for
coaching, they will all receive feedback from these walkthroughs. Sometimes, there are a lot of
issues with a lesson, and I must prioritize the most important area to concentrate on first. I
always say something positive about the lesson or classroom to accompany the suggestion. It is
not always easy to find positive things to celebrate, and in those moments, I look around the
room to brag on a bulletin board or an anchor chart. My critical nature notices all the reasons the
lesson was less than perfect without consideration for anything that went well. I am aware of
this, combatting it with a positive note even if the positivity sits on some fluff.
I moved through my hectic day, from one observation to the next, thinking about all the
things, mentally checking tasks off my list, and adding new ones. Look into strategies for
managing learning centers; pull resources on number talks; think about training on phonics
instruction. I video-recorded Miss Reed’s lesson, provided her with an observation checklist to
use while watching, and scheduled a time to meet with her in a coaching session to debrief the
instruction.
0/26/20 - 1:00
I just walked out of Ms. Reed's classroom. I was videotaping for her so that this week we
can watch the lesson together and determine out next steps in the coaching process. And
my immediate thoughts are that she seems to have an authoritative voice but she's going
to want to work on her tone a little bit because her students are disruptive, and she tends
to single student’s out and the tone was rough. So, for kindergarten we want to be less
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aggressive in out tone. Also, she's taking a long time on her directions and her
instructions.
I think it will benefit her when she sees the video and focuses her attention on how long
the directions should be because she will keep their attention and she'll have better
behavior if she limits the teacher talk time. When I watch the video, I want to be thinking
about those things. Of course, her goal is to monitor her procedures for guided reading,
and she did that very well for that part of it with the pre-A lessons went well. And so next
time we'll look at a different group and see how those things work.
I would use the notes to guide my thinking in the coaching session, which we scheduled for
October 29th. I carried on with the rest of my day, which included reviewing student progress
with the Gifted and Talented teacher. My days move by so quickly, and I never feel like I have
enough time.
The Coaching Session
Miss Reed completed her first coaching session, which I refer to as enrollment sessions
(Knight, 2011), prior to Phase I of my study, so her goal had already been identified on October
29th when we sat down together. Up to this point, we have engaged in learning together around
small group reading strategies, and we were moving into the “Improve Cycle” (Knight, 2011),
meaning Miss Reed would be practicing the reading strategy and we would “confirm direction,
review progress, invent improvements, and plan next actions” (Knight, 2017, p. 98). In this
session with her, my roles were data coach and curriculum specialist (Killion, 2017) because we
were reviewing her students’ small group reading skills and abilities and we use a specific
reading program to address student needs.
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As I headed into her classroom to start the session, I was thinking about her timing and
my question path for ensuring it entered the conversation. I set up my computer as a recording
device and prepared for the session. After it was completed, I described the experience in my
notes.
10/29/20
The coaching went well, I think! She had done a pretty good job evaluating herself using
the checklist. I sat down at her reading table before she got in the room. She bounded in
– she’s full of energy – and she wrestled with her desk drawer to get her checklist
out. Once she had it, she pulled up a stool and sat next to me. I asked her how she liked
the process of video recording and watching with the checklist – she smiled and talked
about it being helpful then started explaining the things that had gone wrong. I tried to
slow her down by talking about what went well. We looked at each category and talked
about the routine and she asked questions about each part. She discussed the timing
issue and the realization that she wasn’t using her timer – she’s going to start. I made a
mental note to watch for it in her room.
I tried to listen to her thinking just to understand and hear her perspective, and in some
cases, I think I did, like with the timer. But in others, I started thinking immediately of
solutions and I even interrupted her twice, I think. She wanted more help with clapping
syllables, so I’m going to pull some resources for her. I thought I’d add them to my
google site in case others needed them too. She mentioned the other teachers needing
them overall, I’m feeling pretty good about my relationship with Ms. Cole. She made the
decisions about the areas we would focus on; I was open and tried to be casual about the
conversation. I focused on her and her students, and I told her I’d pull some sources on
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syllables – which means I’m going to do some learning too. I think I need to watch my
interrupting and I wonder about my questioning. I don’t remember what my questions
were. I’m excited to watch my video and see how my thinking aligns with the video.
Later that evening, I pulled up the video, ready to take notes on my self-observation chart. I felt
flurries of anxiety in my chest as I began watching. I tried to be very objective as if I was
evaluating a teacher instead of analyzing myself. I took notes on the observation chart, trying to
think about the partnership principles as I watched the video. I also transcribed the video so I
could analyze questions and language. In the transcript below, Miss Reed is asking me questions
about the next steps for students, and I am talking her through the progression of skills for
beginner readers.
SJ: So, we’re talking about this lesson that we’ve watched, and you’ve kind of gone
through your routines and identified that you think the pacing and the timing is an
issue. You’ve been using a timer on the board, but you think you’re going to switch over
and use a timer on your phone in smaller increments instead of the whole lesson.
Teacher: So, like I was thinking… I’m thinking that I’m spending too much time on the
books so …because this takes up a lot of time too. I want them to move on to something
else. Okay I do have a question though. If some are ready to go on to something else
does the whole group have to be ready or can I start implementing a different activity as
they get ready?
SJ: Right, that’s a good question. So, when you say “I want them to move on to
something else” are you talking about the skills?
Teacher: Like they’re on name puzzles and I’m ready for them to go on to ABC Charts.
Student-1 or Student-1 and Student-2 can’t, they can’t write their names. They can do the
name puzzle and say the letters, but they cannot write it.
SJ: So, with this pre- lesson, if you have one that’s ready for something else within this
group, it’s okay if they do the different activities. But what you want to watch for with
your whole class are kids that need similar skills. So, if you have a couple of kids in this
group that are ready to do something else if you have another Pre-A group. How many
Pre-A groups do you have?
Teacher: Three, but my third is ready for A I do believe.
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SJ: Oh good! That’s a success!
Teacher: Yeah, for sure.
SJ: So, if there’s another group. If this child is progressing faster than everyone and you
think they’re ready to move into something else, then you could think about putting them
with a different Pre-A group. But, if it’s just this one area and everything else is really
going great and you’re comfortable with the book reading and all that then you can put
that child with a different activity and that’s okay.
Teacher: Okay, okay, I’m thinking that these four that you watched are not ready to be
moved up.
SJ: To the next lesson? To the next skill?
Teacher: Right, right.
SJ: Except for Student-1 with his puzzle.
Teacher: But he can’t write it and somedays he can tell me letters but
some days he can’t.
SJ: Keep working on it.
Teacher: Okay.
As I listened to the conversation, I wondered: Will that question count as dialogue or am
I just clarifying? What makes a conversation enjoyable? And how can I read her expression
behind her mask? My voice sounded nasally and stuck up, and I cringed at my overweight figure
on the screen. I’m sure this is how teachers feel watching themselves on video too, I thought.
Perhaps I will get used to it.
Even though I had set a goal around relationships for my PGP, I wondered if there were
other learning needs that would go beyond the scope of my school district requirements. My goal
during the self-observation was to determine my theories of practice (Argyris & Schon, 1974). I
witnessed myself interrupting Miss Reed and talking over her, both non-examples of effective
dialogue. These behaviors were incongruent with my beliefs about my practices, so I went back
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to my philosophy of coaching to see if I could pull an assumption from the document that
showed the discrepancy. I realized I did not have a statement that specifically referred to respect
and made a note to add one later. I also recognized some ineffective questioning on my part. I
began thinking about how I would move from these notes to mapping my theories of practice
(Argyris & Schon, 1974). Phase I was not complete. I had another week of data to collect, but it
was clear to me that I had some issues that needed to be addressed.
Holding Up My Own Mirror
At the conclusion of Phase I, I began the self-coaching interview. Originally, I had
planned to include one coaching video in my data set, so I chose the first coaching session with
Miss Reed from October 29 . I think either of the coaching videos would have brought about
th

similar results, and I have included the video with the other teacher in my collection of data as
evidence of all the individual coaching sessions conducted during Phase I. I have watched both
videos closely and feel that my strategies and practices were similar. As I was completing the
self-interview, I found myself going back to the video repeatedly to confirm I was accurately
describing my strategies and experiences. I spent around three hours answering the questions and
rereading my answers to make sure I was coming away with the most accurate conclusions.
As I began mapping my theory of practice, I felt like I had a good understanding of what
I needed to do to improve my coaching. I had plenty of evidence from the video to support my
problem of practice, which I could vividly see, because my behaviors during the session were in
contrast with my beliefs regarding empowering people and treating teachers as equals. I began
with the final result, which was to foster dialogue that establishes the teacher and me as thinking
partners (Knight, 2018). I felt like if I could use dialogue in a way that empowered the teacher,
he or she would more likely carry out the actions of our conversation. I had also written about
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empowerment in my philosophy of coaching, stating that “…coaching can bring new learning
through conversation and deep reflection, and with that a feeling of tremendous confidence
which will bring a higher level of effectiveness.” I wanted to incorporate those ideas into my
assumptions and action strategies because I believe they will bring about shifts in thinking and
results in building relationships as well as teacher efficacy. I thought about how I had interrupted
Miss Reed during her session and had even made comments insinuating I knew more about her
strengths and what her students needed than she did. I also thought about how Miss Reed was
repeatedly asking me what I thought. I know it really doesn’t matter what I think but instead
what the data shows to be working. However, I responded to her questions with my thoughts
based on what I knew about the program instead of directing her to the data to see if what she
was doing was working. Instead of building capacity by showing her that she could make her
own decisions using her students’ data, I sent the message that I know all the answers. I
wondered if I did this because she is a new teacher or because her goal was to learn the routines.
I can help her change her goal to be determined by student success, which I think may take care
of part of the problem. I also need to be hyper-aware of my response to other questions and
provide evidence directed to data or a manual or something other than my opinion.
After I determined my coaching effects that would address my problem of practice, I
started crafting my assumptions by reviewing my philosophy of coaching and the self-interview
questions. I was not exactly sure how many of these I needed but I felt like I wanted to make the
case that the teacher brings something to the table and, while the coach may add a strategy or
bring some previously unknown options to light, ultimately the teacher leaves the conversation to
carry out the instruction of his or her choosing. In my experience, the teacher does not always
incorporate the ideas of the coaching session in future lessons but may be more likely to do so if
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he or she has a good relationship with the coach. I added action strategies that would help me to
live those assumptions and accomplish the coaching effects. I reviewed Knight’s (2018)
partnership principles to make sure the assumptions, action strategies, and coaching effects were
aligned.
Figure 1.1
Theories of Practice Map: Building Relationships

As I was reflecting on the theories of practice map I made, I found an assumption that I
really did not think needed to be included. I changed “teachers are the final decision-makers” to
“support from others can help us think beyond ourselves” and added, “a coaching conversation
can empower a teacher.” These sound more positive, and they come from my philosophy of
coaching. Reflecting on the entire process by writing this narrative helped me see that I needed
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to include more language from my documents so that I could reveal a more accurate
assumption.
Interphase Learning
I continued working with Miss Reed and Miss Tracey. Having mapped out my theories of
practice and action steps toward my problem of practice provided me with a focal point: I needed
to establish relationships with the teachers as thinking partners by talking less and listening
more. I had emailed my professor to make sure I had created a map that made sense. His
response caught me by surprise, so much so I journaled my thoughts:
November 13, 2020
… My professor asked me a question that caught me by surprise. In terms of effects - is
your goal just to establish a relationship with the teacher as a thinking partner, or to
demonstrably improve teacher practice? This has been rolling around in my brain for
about 24 hours now. My immediate response was “of course, my goal is to improve
teacher efficacy.” But as I think about it now, I’m wondering if I have leaned toward
relationship building because of feedback. I’ve received this from my supervisor in the
past. He has made an emphasis on relationship building - our district has high teacher
turnover, and he sees it as a way to keep faculty members. Also, I think he sees my nononsense all-work behaviors as the opposite of relationship building. I want to be
encouraging and empathetic to teachers, but I also want to give honest feedback that
helps them move forward and get better at whatever practice they’ve chosen to improve.
So … I’m in a quandary. I think as I move forward with my study, I want to watch for
whether I’m “coaching light” or “coaching heavy.” I want to “coach heavy” and make
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an impact, but not at the risk of ruining my relationships with these teachers. I’m going to
study ways to balance this.
So, I dug into the literature to learn more about coaching light versus coaching heavy. Killion
(2017) reported the differences between coaching light versus heavy. I recognized myself in the
activities labeled coaching light: “(1) feedback on teaching practices; (2) voluntary coaching; (3)
focus on refining instructional strategies; (4) focus on implementing instructional strategies; (5)
emphasis on feeling supported” (p. 9). These activities seemed to fit with Knight’s Partnership
Principles (2007), leading me to believe that there was agreement between my practices and my
goal of building relationships. However, there was that issue with raising student achievement,
which was part of my responsibility. Killion (2017) included in the description of coaching
heavy a “focus on student learning and the use of specific practices within the school’s
instructional framework, teacher’s performance standards, or aligned with adopted curriculum”
(p. 9). I felt like this was demonstrated in my practices with Miss Reed and Miss Tracey. Killion
(2017, p. 9) also listed in the coaching heavy description “Data-driven assessment based on
student data” which was challenging for me. While I used student data in the conversation, I did
not make it explicit; nor did we create the learning goals for Miss Reed or Miss Tracey with data
in mind. The goals were simply about improving practice. This was an area I needed to improve,
and I decided to study how to be more focused on data in my coaching conversations.
Also, during the first Interphase of my project, the governor of the state of Kentucky
closed all schools due to the COVID-19 pandemic. This created more tension and stress for our
teachers, who had to learn to teach children in preschool through twelfth grade using virtual
methods. At the elementary school in our district, we created a schedule of online classes and
required students to participate in Zoom classes for reading and math. We did not want our
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learners on the computer longer than two hours a day, so we limited the course work. As an
instructional coach, I needed to have a solid understanding of virtual or distance learning
techniques. I had participated in many training sessions over the summer to help with online
engagement strategies, but after observing some lessons I found it difficult and frustrating to help
teachers implement the practices I had learned. Tech-savvy teachers had fewer problems creating
virtual classrooms and using Google Meet for live sessions with students. Those teachers tended
to ask for help with online classroom management and motivating students to do their work.
Phase II: November 30 - December 11, 2020
In this phase, I participated in two coaching sessions with Ms. Oliver. This was Ms.
Oliver’s first year in a self-contained classroom. She appeared to enjoy talking about teaching in
professional learning community meetings and kept up with conversations around data and the
monitoring progress. I was impressed with her technology skills as well as her willingness to
learn. She enrolled in coaching on her own accord, which put me more at ease in the
conversation and paved the way for me to be a thought-partner.
Her goal was to increase student engagement and reduce disruptions from off-task
behavior: 80% of students will be on task for 20 minutes at a time during the lesson. We used a
graphic organizer to monitor the students’ engagement in 20-minute segments, but she has had
difficulty meeting the goal, and the classroom seemed to lack a culture for learning. When
observing Ms. Oliver’s class, I noticed her first graders were all moving in different directions,
many of them confused and frustrated because of the lack of clarity and the volume of noise. The
classroom did not have the busy hum characteristic of learners at work but was loud with
students having off-topic conversations. Some of the students were even yelling across the room
at each other. Ms. Oliver was sometimes leading the class, but students talked even while she
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facilitated. It seemed there was a general lack of purpose for the work students were doing. She
has asked me to help her get the class on track, so that lessons could function better, and students
would begin to engage in learning.
I entered the coaching partnership with some goals of my own. I wanted to follow my
theories of practice action steps to: (1) illicit Ms. Oliver’s ideas through dialogue; (2) present my
thoughts in a way that invited her to also share ideas; (3) listen with interest and empathy. I
hoped these action strategies would result in a better relationship with Ms. Oliver, which in turn
would impact her goal of increasing student engagement.
In the first coaching visit, Ms. Oliver and I reviewed her goal (she had forgotten it),
attempted to discuss her progress (she was unsure of her progress), and differentiated between
“being on-task” and “being engaged in a task.” As a coaching strategy, I brought a one-page
summary of the success criteria for a building a culture for learning and compared classroom
behavior with classroom management. She responded well to the information, even though it
meant that I did most of the talking. Then I asked her to take a survey to rank herself on building
a culture for learning. This led to an emotional outburst around being messy.
Teacher: I have my expectations posted and I have . . .posted over here. And, I feel like
my clutter, I’m very cluttered. I’m very cluttered. Like my space. They say your mind
is, your room is a (circled pencil)
SJ: Like a picture of. . .
Teacher: Yeah, and my mind is always (circled pencil in air).
SJ: Why do you think that is?
Teacher: Always thinking about (laugh).
SJ: How do you feel about that?
Teacher: Umm. (Closed eyes, shook head, became emotional).
SJ: I’m not saying that’s it’s cluttered or anything so … you think about it so …
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Teacher: (crying).
(Session paused).
SJ: So, let me go back to something you said. You said, students might not know where
to put things.
Teacher: Uh-hmm.
SJ: And I wonder, you’re talking about having some clutter.
Teacher: Uh-hmmm.
SJ: And I wonder do you have a place for everything? Have you thought about where the
best place would be for each of your things or each of the areas for the things you must
keep up with? And this is why I say that, not because I come in here and I see clutter,
because I actually am a bit cluttered myself, if you go in my ..go look in my room it looks
a little cluttered too.
Teacher: Yeah.
SJ: But I think it’s something you clearly want to fix, because you’re getting upset about
it. But a lot of times, new teachers don’t know what all types of things they’re going to
have to be responsible for so it’s not so easy to plan for where everything is going to be
and what kinds of organization systems you’re going to need. You don’t know, you
haven’t met them yet, you haven’t faced those demons yet. Once you get to those issues,
then you must think about, okay where am I going to put this? And I think sometimes
when we don’t have a system in place for how I am going to organize this, or we don’t
have time.
Teacher: Yeah.
SJ: To stop and think about where the best place for this so I can access it quickly and
easily so students that need to access it can, and students that don’t need to access it …
You might want to think about that. I’m going to encourage you to just jot that down. I
don’t know that it’s something that we want to focus on for us, but it might be something
that you want to think about. What are all the things that I must put away, the kinds of
things that I must think about accessing and when. You know something that’s not so
frequently accessed you would put it where it’s not as easy to get to but if you use it all
the time, you want to put it somewhere you can get to it quickly.
Pause – Ms. Oliver taking notes.
SJ: And then if you want to revisit that we will.
Teacher: Okay.
SJ: I’ll help you organize or whatever. Any other thoughts about anything?
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Her crying caught me off guard. I did not expect it, and all I could think in the moment was, “Oh
no, I have made her cry! This is going to ruin our relationship.” Looking back on it, I realize it
was a silly connection for me to think. Her emotions were not my fault any more than they were
her own, but I became so concerned about it during the visit, that I said to her, “I’m not saying
that it’s cluttered.” Of course, her room was cluttered, so I was not exactly honest with her which
I worried about later. I think we could have ended our conversation around this point, and I could
have helped her clean the room, but I trudged right through her emotions so we could learn a
strategy that I felt would help her students learn how to focus on the lessons. She tried to tell me
she had done something similar, but I asked her to try this one to meet her goal, and she obliged.
I practically shoved it down her throat. We finished the coaching session, and I recorded this
note immediately afterward:
December 2, 2020 (field note)
I just met with Ms. Oliver, who was somewhat reluctant to be video recorded but
did consent. In my coaching, I was able to follow my plan somewhat. She places great
emphasis on relationships and caring about students and wanting students to feel
loved. I tried to validate while also emphasizing the importance of student achievement
using the phrase “so they can learn.” I wanted her to know that I respect her ideas and
tried to say things like, it’s up to you, but I didn’t really offer her a choice on
implementing the SLANT procedures. Her classroom is not well-managed, and if she
continues to allow so much freedom, she is not going to be able to get them to a place of
joy and learning. I didn’t mention joy and think I will the next time we meet. I did a lot
more talking than she did because I had some resources to share with her. But I think I
need to let her have some silence and wait for her to say more. She is going to implement
the SLANT strategy – she said tomorrow, so I’ll log on and watch to see how it goes. I’m
going to do another 20-minute observation using the high-impact survey, so we’ll see if
the strategy works.
This initial reflection did not include my thoughts on the action strategies I had planned in my
Phase I theory of practice map (Argyris & Schӧn, 1974; Houchens, 2008; Houchens & Keedy,
2009; Houchens et al., 2012; Houchens, et al., 2017). I wondered if these ideas didn’t emerge in
my immediate reflection because I wasn’t thinking about being a thought-partner but was instead
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trying to help Ms. Oliver learn a strategy. Again, I was eager to watch the video to see what
evidence I had that addressed my action strategies.
After watching my coaching video repeatedly, I finally felt like I had a solid
understanding of my position in terms of my learning as well as how to reach my goal. Luckily, I
found evidence of my action strategies in my video, although not as well as I would have liked.
Our dialogue was unbalanced. There were moments of me listening to her with empathy and the
intent to learn more about her, but in the end, I did most of the talking. In my initial reflection, I
had reasoned that this was because I had been trying to explain the teaching strategies, which
may have been an accurate statement, but I wondered why I had crammed so many information
points into the session. The bottom line was I talked too much, and this was an area I needed to
improve.
The second action strategy was presenting ideas in an encouraging way, which was
evidenced through the first action strategy dialogue. I used the survey along with questioning to
encourage Ms. Oliver to share her ideas. On one hand the survey worked, as Ms. Oliver had time
to reflect on her practices and talk through the level of implementation of each; but on the other
hand, she became emotional when discussing her messiness. I also used questioning, to extract
her ideas. Sometimes this worked, like when she told me about a lesson that had gone well, but
most of her responses to my questions were only one- or two-word answers.
Finally, I wanted to listen with interest and empathy to Ms. Oliver when she was
speaking. The video revealed strategies like repeating her ideas back to her to reinforce I heard
what she said and respect her ideas. Using that strategy, I was able to validate her strong belief
that caring, and helpfulness are keys to a successful class culture. Throughout the coaching
session, I wondered about why Ms. Oliver says and does the things she does. Why did she get so

98

upset about her room being messy? What has caused her to be so nervous? I think wondering
about her helped me to listen more attentively. I was trying to get to know her better, and that
helped me listen better. Taking that into consideration, I made a note on my observation chart
about interruptions - “I said OKAY multiple times while she was talking sort of talking over
her.” I must stop interrupting when I should be listening.
Aside from the action strategies, I noticed a couple of other points of interest. Throughout
the coaching conversation, I related her ideas to student learning using the phrase “so they can
learn.” I was vigilant about bringing the student learning piece up because of my realization
about coaching light. I wanted to coach not consult, but at some time, the students must engage
in the lesson. While this represents praxis from the Partnership Principles (Knight, 2007) it also
speaks to the issue I worried about in Phase I regarding a focus on student learning. I made a
note on my observation tool to ask questions that help her connect the evidence of success to
student learning data as a next step. I felt like this would work better if I preplanned some
questions to have options when I speak with her in the future. I also noticed the time of the
coaching session. I aim for 20 minutes and hope to keep the sessions under 30 minutes. If the
sessions last too long, and this session lasted 40 minutes and 48 seconds, Ms. Oliver might feel
she does not have enough time to participate in the next one. She did sign up for the next session,
but I need to be more respectful of her time.
Theories of Practice
After all the data from Phase II was collected, I reviewed my notes and video transcripts
to respond to my self-interview protocol and create my theories of a practice map. My problem
of practice from Phase I was about building better relationships with teachers, so they felt
empowered and confident when making decisions in the classroom. I planned to address that
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problem by improving my dialogue through better listening and presenting ideas in a way that
encouraged teachers to share their ideas too.
While I did not include coaching light as a problem of practice at the end of Phase I
because I wanted to learn more about it and understand it better, at the end of Phase II, I decided
to name it as a problem of practice. I have focused on building relationships believing that
student learning would arise as a result of the coaching when I should have focused on the
student learning while building a relationship with the teacher. I have been hesitant to hurt
people’s feelings by being honest with them and have lost opportunities to make a difference. I
have used data but haven’t related it to the teacher’s practices explicitly enough. After watching
my coaching sessions from Phase II, I realized simply being aware of the importance of data in a
conversation has led me to bring a little more data evidence to the table.
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Figure 2
Phase II Theories of Practice Map

Second Interphase - December 12, 2020 - February 2, 2021
While the events that unfolded in the second interphase of the project reveal a side of me
that I am not proud of, I included them in the study at the risk of leaving me vulnerable and
emotionally unstable. At times during this interphase, I had to dig deep to find some resilience so
that I could continue. To some, these events may seem trivial or unworthy of such an emotional
response, but I am characteristically passionate, which sometimes leaves me slightly emotional
and defensive. In caution to readers, the first part of this story may seem to be an attempt to
retaliate or ruin someone’s reputation; however, these events led to a cognitive shift within me
that caused me to reflect on my assumptions and realize that I was the one who behaved
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inappropriately. I do not believe that I would have experienced this change in beliefs had I not
been involved in a study that would be made public. Knowing that my work circumstances
would change as a result of these events, I forced myself to think about them in a new way, and
that has enlightened me to new learning possibilities. . The following journal entries have been
edited slightly to conceal identities and ensure no harm was done to individuals participating in
the described events.
December 16, 2020 Worst day ever. I guess there are people who handle feedback well
and there are people who don't. I think I can handle specific work-related feedback, but
today was awful. At 2:05 p.m. I heard my name announced to go to my room for a
meeting. I knew I had a scheduled meeting at 2:00 p.m. with Ms. Wilson and Ms. Hack
but I was sharing some resources with the third-grade team, which took longer than I
anticipated. I went back to my room they were sitting there at different tables. I sat at the
third table, which was empty. There was an uncomfortable moment where the two of
them looked at each other and then Ms. Hack said, "Oh, do you want me to start?" Then
she said, “We've all been wondering why this guided reading has teachers' morale down
and Ms. Wilson took a survey.” She looked to Ms. Wilson who appeared very anxious
but said "You're not going to want to hear this, but we took some survey data, and the
teachers don't like you. They feel they've been disrespected, and they aren't happy."
My head felt like it was going to explode. I can't explain why I was so upset. I'm just
sitting here thinking about it now, and I guess I just did not understand how they could
feel that way. I asked some questions about the data: How many teachers, which
teachers? She told me they didn't take up names so there was no way to know but that
one teacher felt like I had belittled her and that she isn't coming back because of it. My
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anger and frustration level increased exponentially as I listened to the comments. I
realized they had discussed this together without me present. How could they sit and
plan this conversation in which they basically blame the lack of morale in the building on
me!?! I listened to the comments and finally said, "Well, if they don't like me and they
think I'm disrespectful, there's nothing I can do to help them improve." I stood up and
retrieved my personal items and explained I would put in for a transfer or find
something else. They immediately responded “no, no, no, that's not what we want.” At
that point I felt it was best to leave.
I'm not sure how this survey worked, but I can't imagine sending a survey regarding
someone and not including them in the data collection or letting them help with the
questions. I am so angry. The problem is, I can't think of a person on that list who I've
disrespected. Not one. Not even the teacher named in the meeting who said I belittled
her.
I told Mr. Forsythe I was looking for a new job. I just cannot work with Ms. Wilson. I
don't trust her. She still hasn't shared the survey, essentially the evidence, with me - only
told me these things. I want to see the survey. I cannot describe how angry and hurt I am.
I just want to scream. I've worked diligently to build relationships with these people for
them to respond to a survey like that. I am never going back.
December 17, 2020I don't typically think people are against me or out to get me. I'm
mostly work-minded, but it's so frustrating to work with Ms. Wilson because she is
constantly seeing the bad, not the good things. And that is the case about everything she's
overseeing - only bad. My mind keeps drifting back to a couple of years ago when she
was looking at Writing Portfolios and everyone she opened, she said, "no good." I
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accused her of wanting them to fail, and she got so mad. She pounded the table and
pointed at me yelling, "how could you say that!" At that moment I remained very calm,
but I didn't remain calm yesterday. I said I was quitting, and I left. At this moment I don't
want to work with her ever again, but the reality is, I'm not sure I have a choice. Mr.
Forsythe wants to talk sometime today. I guess I'll see what he says. Maybe I could
transfer.
6:00 p.m. I spoke with Mr. Forsythe this afternoon. I sort of caved. Instead of telling him
how I wanted a transfer and what I really thought of Ms. Wilson, I listened to him explain
how much he needed me. I started thinking about my reaction as more of a thing that
affected Ms. Wilson and Ms. Hack - not just their actions affecting me. I feel so bad
about the whole situation. I wish they had approached it differently. I wish I had reacted
differently. He made me feel like they still want me to work on this project at school. I
feel divided. I'm a little angry at the teachers also but Mr. Forsythe told me that the
survey couldn't be interpreted in the way I'm receiving it. He said I needed to consider it
alongside other evidence of the success of my efforts to implement the program. I guess
that's right. I mean, I haven’t seen the survey. She didn't share it with me, she was just
talking about it. I don't even serve most of the teachers in that building in a close
capacity. I don't want to rationalize the data instead of using it, but at the same time, I
don't want to feel defined by information from a survey that doesn't even include all the
people with whom I work. Anyway, I took off work today, and he told me to take off
tomorrow too.
January 3, 2021 I was completely exhausted from the fiasco at Robinwood and just from
the day-to-day grind. I needed some time away from all of it, and it did me some
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good. My husband has been so supportive throughout my whole career, and this little
setback has been no different. He has listened to me complain, blame, and cry about not
being able to affect change in this school and has remained calm, encouraged me to dig
deep to find resilience, and has given my self-confidence the boost I needed to pick this
pen back up and go back to work - to carry on. Everyone needs someone like Jeff in their
lives.
I've always believed in New Year's resolutions helping to make a difference in becoming
a better person, so here are my New Year's resolutions for 2021: (1) be present; (2) be
caring; (3) put my family ahead of my work; (4) follow through on what I start; (5) find
joy and magic in ordinary life; (6) practice self-discipline.
So, to do these things, I need to revisit my work situation. If teachers are unhappy with
me, I need to listen and figure out why. I was re-reading some of my journal entries from
Phase 2 of my research cycle and realized, I was noticing some behaviors in myself that
were disrespectful - interrupting. There are some things I need to change. I still have this
somewhat hopeless feeling inside about building good, solid relationships with these
people because of the established culture. However, I can practice creating respect, and
then if they don't want to receive coaching it’s their responsibility. I shouldn't stop trying
just because it would be easier for them if I did. But the bottom line is I do care for them.
I want to be very goal-oriented and strategic in my behaviors. To show I care, I'm going
to start looking for good things and sharing them with others. I started a newsletter to do
this, and I can add strategies, pictures, district updates, and positive messages.
This will take some time, and I've started thinking about time. My schedule from Phase II
is very revealing. My activities are so varied. It's a wonder I can do anything well. I also
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have a lot of things that are not scheduled just pop up. I am going to send everyone my
job description, and then as I am asked to do things, I’m going to refer them to someone
else if the work is not aligned to my job. I want to reduce the number of hours I work
from 60 to 45 or 50 so I have more time to relax and spend with my family. This seems
like it will help me be more present and focused too because I won’t be spread too thin.
I do care about my coworkers. I care about our students. I think we can all do better, and I
strive to be a change agent. Some are more open to change than others. Instead of getting
caught up in other people’s issues, I’m going to focus on what I can do. Spread positive,
mind setting, growth ideas about how learning is fun! I can do this. “To every job that
must be done, there is an element of fun.” - Mary Poppins.
From these journal entries, I mapped the following theory of practice.
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Figure 3
Interphase II Theories of Practice Map

Phase III - February 2 - 13, 2021
Heading into the final phase of my project, I felt a renewed sense of passion for my work.
I had been quarantined at home because I had been exposed to COVID-19 in the teacher’s
lounge, which meant postponing the last phase of my research project. As I thought about my
next round of coaching, I reflected on my theories of practice to date. I wanted to continue
building relationships and empowering teachers through coaching. I wanted to coach heavier as
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we were heading into the last few months of school, and we needed to make the final push to
build our students’ skills and abilities before they went home for summer. However, I was also
mindful of the feedback I had received before Christmas. I wondered how I could coach heavy
and see the good at the same time. I planned to look for the good during walkthrough
observations so that when I entered a coaching conversation, the teacher would trust that my
intentions were to support not judge.
Coaching Ms. Wright.
During Phase III, I scheduled coaching visits with Ms. Wright, a veteran teacher who has
taught many different grade levels. I had worked with her throughout the year in a group setting
with her team to implement the Guided Reading program and analyze student reading data. In
January, we began working together one-on-one to align her practices more closely with the
reading program requirements.
Our relationship felt professional to me. While we did not have any tension between us, I
believed Ms. Wright was somewhat guarded, and I would describe our interactions leading up to
the coaching sessions as polite and surface-level. I wanted to get to know her on a deeper level
hoping to earn her trust. She seemed to be relying on her previous knowledge about reading
instruction to teach, and the students needed her to shift to this more structured approach that
included phonics and word study. I wondered how years of changes in reading programs and
curricula affected her decisions. She might not want to invest in this fast-paced, difficult style of
teaching, thinking it was only a matter of time before we would change to something else, and all
these efforts will have been wasted. The new way of teaching is skills-based and would build her
capacity for teaching any reading program because she would understand the progression of
learning required for reading. I realized while I was preparing for her coaching visit, that I was
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moving forward here, too. Instead of looking at skills the teacher might need, I was considering
her underlying assumptions and trying to determine why she was not implementing the reading
program in order to determine my coaching plan for her. Combining “coaching heavy,”
protecting the relationship, and maintaining Partnership Principles (Knight, 2007) was daunting.
I thought back to my own experience learning the reading program. I attended a training with the
author of the program. She walked us through each step of her program, starting with the
learning progressions and then matching the small group lessons to the progressions. I know Ms.
Wright has also looked at the progressions and lessons in the manual, but I wondered if she has
applied the progressions and lessons to student data on an individual child basis before. In the
days building up to coaching, I wrote this journal entry detailing my plans:
February 9, 2021
I observed Ms. Wright today. She taught a GR lesson – I’ve been keeping up with the
same group for a few days to see how they do over time – and how she does over time
with a group. I have some concerns. Ms. Wright has been working with Ms. Welles all
year once a month. Occasionally she works with me in between Ms. Welles’ visits. There
isn’t much growth. I feel like she needs the thinking that it takes to make decisions
modeled for her. We’ve modeled lessons, but we’ve let her do the planning for the
lessons. I want to show her how to consider each child in the group – look at the data for
each part of the lesson and make a plan.
I also think she needs to see the long-term goals for each child. “Right now, they need
______ so later they can do _____.” I set up a coaching visit with her to go over that data.
I’m thinking the modeling of reviewing data may look like consulting, so balancing that
will be hard. I need to plan that out.
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I prepared a conversation pathway that included connecting our purpose; using the data to show
her learners need the word study instruction; establishing a plan for making the necessary
adjustments to her instruction. I started the conversation with a question that allowed her to use
her voice and provided me with an opportunity to listen:
SJ: Okay. So, I just want to talk about how guided reading is going.
Teacher: I think that it’s going well. I’m getting better at pacing myself. Like even this
next week, like I’ve literally, I’ve kind of sat down and put times out beside stuff for the
next set of lessons to kind of visually -be like okay you’ve got eight minutes to do this,
set the timer for that - to kind of keep myself going - so I don’t get bogged down and I
don’t get stuck on one certain thing, like I sometimes do with the vocabulary and stuff
like that.
SJ: Okay that sounds promising.
Teacher: Because that helps me out. We’re going to try it.
SJ: Is that what you would say is one of your biggest holdbacks is the timing?
Teacher: Yes. It’s bothering me that I’m not getting to that lesson in that 20-minute time
frame. Because I’m like okay I should - this is what the program says I need to do, I need
to be getting to that time.
SJ: So, what do you think is keeping you from hitting that time? I mean, now I see that
you’re planning it out by looking at the minutes for each one but in the lesson, in the
moment what causes you to not hit the timing?
Teacher: I think we have such a tight schedule at the end, that even if we transition a
minute or two late that affects a lot
SJ: Oh, yeah.
Teacher: So, by the time that we get in here and then I do have a kid who passes out the
materials and stuff. Most of the time they do well with that and getting those out quickly
and that kind of thing, but I mean our schedule is so tight. I had thought about seeing
especially after that whole group reading, when we have those last two groups if there
would be any way to like build in a 5-minute gap instead of just like a 2-minute gap
between those two groups so if there was ever some spillover or anything. At the same
time, you run into issues if you do that, that puts five minutes later with the other group
well that puts you past 11:35 a.m. which is our related arts time, well not related arts, but
our first recess.
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SJ: Well, on one hand, you’ve got, you want to get your whole group reading in, and on
the other hand it’s so tight it’s causing you to not get your guided reading in, your whole
group in but not the guided reading. Well, so you’re thinking that just writing out these
times is going to help.
Teacher: I’m hoping, we’re going to try it and see.
SJ: Okay.
Teacher: And if it doesn’t, I’m going to find something else to try.
SJ: Okay, well we’ll see if that works.
Ms. Wright named her classroom issues immediately without me leading her with questioning.
That was good because she was recognizing the critical components of the lesson. I was
rethinking my previous evaluation of her skills deficit, but I did not change strategies. I
continued to do the think-aloud, but I wanted to align my coaching to my action strategies and
send her the message that I am also a learner. I remembered when we were discussing Read 180
and System 44 that Ms. Wright used to teach those classes and thought that would be a good
time to rely on her expertise.
SJ: If you click on second grade, if you see and I, scroll down, (looking through chart),
that’s probably full. Let’s look and see the J, and then we have 1, 2, 3,4, 5, she’s got five.
There’s one I there and one over there. Look at that – there’s only two kids in that group,
so it could be, now Mr. Peterson knows Student-1 well, he had her last year.
Teacher: And Student-2 goes to System 44.
SJ: That’s unusual to me because he has nothing on here that says he needs to go to
System 44. Which either means the program works or . . . so is it READ 180 or is it
System 44?
Teacher: It’s System 44.
SJ: Okay, I’m going to check into that. Maybe he doesn’t need it anymore. Didn’t you
used to teach that? Tell me about that. Will that help him?
Teacher: Yes, read 180 is more comprehension and summarizing and main idea and those
kinds of things as well and key details.
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SJ: Oh, okay, so I feel like this has been sort of a whirlwind. Was it helpful to look at it
this way?
Teacher: It was helpful.
I believe Ms. Wright was learning from listening to my think aloud, but I also talked too much.
Our dialogue has a back-and-forth rhythm, but when I was speaking, I spoke longer than her and
asked closed questions that could only be answered with short definitive sentences. She needed
more practice talking about the data and relating the data to the instructional plan, but I did all
the work for her. While trying to coach heavier by bringing in the data and the curriculum
connection, I may have crossed into the consulting zone.
SJ: And what will your next steps be?
Teacher: Honestly if we’re considering moving Student-1 and Student-2, I need to be
looking at the checklist and making sure they have what they need before they move on.
And looking at that. And with my other ones I need to back up on my word study, I might
with them if that makes sense. Not necessarily but maybe focus in on the CVC e and
maybe long vowel sounds and then maybe something with final consonants as well
(coach – Okay so…) and then go ahead and go ahead with the sight words.
SJ: So, what you’re saying is that now that we’ve looked at this data and paired it with
your guided reading checklists, and your writing journals and your charts then you’re
ready to make some changes for the word study and planning and be more specific to
what they do with STAR but also as it relates to what they’re doing in guided reading.
Teacher: Yes.
SJ: Okay. . .So, the only thing that I can think of is what happens when the lesson, when
the schedule gets off and they don’t get their word study?
Teacher: I carry it over to the next day.
SJ: You do it the next day?
Teacher: If nothing else it gets put in first thing. I want to make sure they get that.
SJ: I think that’s going to be very important to this group because it looks like that’s
where most of their problems are right now. So, if we can’t get the timing right, which I
think I hope that you’re scheduling with the timer in there, I think that’ll help you. If that
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doesn’t work though, you’ll fall back on it to make sure they get that word study in the
next lesson because it looks like they’ll probably need that lesson.
Teacher: I think this teaching point with the quotation mark.
SJ: Yeah! For the writing, and you might want to put that on there, that’s for the guided
writing. You can find it in the text and show it to them in the text for a teaching point.
But you can also include in the guided writing assignments -write a conversation between
two characters. Use the appropriate punctuation. And they practice it, and it becomes
hard for them. You know how in math they go from CSA they’ve got that concrete,
abstract, that writing makes it concrete for them, and then they know the rule later.
Teacher: Okay.
SJ: Ms. Wright, thank you for meeting with me after school today. Do you need anything
else from me?
Teacher: No.
Once I headed out, I started thinking about whether I was able to reach my goals. I
worried more about it this time because I was at the end of my third phase of coaching, and I
hoped I could show some growth. I have felt like some of my behaviors are habitual and even if I
believe in a different mannerism, the habit continues. I made a field note in reflection of the
session:
2/10/21 – After coaching Ms. Wright this afternoon, I don’t know if I met my coaching
goals or not. I wanted us to dig into the data together, which we did, but I think I talked
too much. We talked about what’s working and what’s not, and she did say they need the
word study, but she doesn’t seem to be able to connect the data to practice on her own, so
I ended up doing a lot of talking about each child’s data. One of my goals was to connect
the data to the practice and I think I did that. I’m just not sure if Ms. Wright can do that
after working through the session. I should have shown her how to implement the
practice on one student, then completed the a student with her, then let her analyze one –
like a gradual release.
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I feel better about my relationship with her. There was a willingness to work on this that
felt friendly and warm and some moments of laughter. In the end, I think I behaved more
like a consultant than a coach. My next goal with Ms. Wright will be to work on getting
her to analyze the data and make the connection.
As soon as I got home, I watched the video to begin aligning my coaching with my theories of
practice (Argyris & Schon, 1974; Houchens, 2008; Houchens et al., 2012; Houchens et al.,
2017). In the second interphase, I had declared my assumptions on feedback including feedback
about performance is critical to understanding etic perceptions of my practice; and feedback to
me is based on my performance in many forms by reacting to my behaviors. In this coaching
session with Ms. Wright, I could see that what I had thought was warm and friendly feedback
looked more like polite listening as I droned on and on explaining the student data. The laughter
between us did seem genuine, but I am not sure if our relationship is any closer than it was
before. My action strategy, to approach the work of coaching with a learner mindset instead of
an expert mindset, did not seem to be implemented well either. I need to listen better. There were
a couple of moments where I listened to learn what was going on in the room. I want more
experiences like that, and I want to follow those moments with a question that brings about the
teacher solving her problem instead of me explaining what needs to be done. I do not think I
established the partnership that I thought I was establishing. We had some laughs, and the
conversation was enjoyable, but I did most of the talking and basically analyzed the data for her.
As I finished Phase III, I read back over all my documents to determine if any of my
work was aligning with my theories of practice (Argyris & Schon, 1974; Houchens, 2008;
Houchens & Keedy, 2009; Houchens et al., 2012; Houchens et al, 2017). I noticed language in
the entries that caused me to think about trust.
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If Ms. Wright trusted me; trusted that we would not change her reading program next
year; trusted that our leadership would stay the same; would she have been more likely to
implement the instruction with fidelity to the program? I thought about my relationship with the
principal and my reception to the feedback she had given me. Would my reaction have been
different if we had a more trusting relationship? It seems that if coaching is to be received, and
learning is to take place, the relationship must be built on trust (Figure 4).
Figure 4
Phase III Theories of Practice Map
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Glancing Back
My last step in the project was to review my philosophy of coaching to formulate
adjustments based on my work over the course of the project. I read over my original statement,
wondering about each belief. Then, I reviewed data from each phase of the project. I thought
about how I had grown and how my thoughts at the beginning of the project seemed bold and
almost forward. I do not have the same disposition about coaching as I once had. A little of the
starch has been taken out of me, as my Gran would say. I still have a heart and passion for
education and coaching, but I needed the words to sound more humble, less expert. After
reflecting on my changes, I wrote a new philosophy statement.
Table 6
Change Over Time: Philosophy of Coaching
Philosophy of Coaching, July 2020

Philosophy of Coaching, July 2021

I believe what you do matters, whether you
are an administrator, instructional coach,
teacher, parent, or student. Your choices
affect you and the others around you.

I believe what we do matters. Our choices
affect ourselves and all those around us.

I believe that we must do things to help
each other believe in ourselves, because
“the moment [we] doubt whether you can
fly, [we] cease forever to be able to do it”
(J. M. Barrie, Peter Pan).

I believe in supporting each other and
believing in each other, so we can make the
difference we were called to make with
confidence.
I believe every now and then it is helpful to
fall; somewhere, there will be a helper to pick
you up, dust you off, and get going again. I
believe in the restorative power of reflection
in moments of failure.

I believe we are all capable of more than we
realize and that support from others around
us can help us think beyond ourselves,
empowering us to become more than we
ever thought we could be.

I believe we are all capable of more than we
realize. Our abilities are not fixed, and with
encouragement and thoughtful conversations,
we can think beyond ourselves to do better
and be better.
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I believe coaching can bring new learning
through conversation and deep reflection,
and with that a feeling of tremendous
confidence which will bring a higher level
of effectiveness.

I believe coaching coupled with reflection
can bring new learning and a higher level of
effectiveness for both the client and the
coach.
I believe when we build trusting, positive
relationships with each other, we can coach
beyond skills and affect theories of practice to
become reflective practitioners.

As an instructional coach, writing the narrative of my learning required an intense focus
on what was happening within me throughout all these interactions with teachers. So often I am
holding the mirror for others, and I found it extremely difficult to rotate the direction of the glass
to face me. Perhaps this is because my own progress was situated in the context of facilitating
learning for others. My questions, comments, and mannerisms during coaching are all in
response to the client’s behaviors, assumptions. and language. Learning for both of us is
intertwined and dependent on our abilities to relate to each other.
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CHAPTER 5: REFLECTIONS AND REFRACTIONS
“Everybody else needs mirrors to remind themselves who they are. You’re no different.”
~ Jonathan Nolan
Throughout this research project, I sought to explore four areas: (a) my theories of
practice around instructional coaching (Research Question 1); (b) my discovery of effective
coaching practices using a self-coaching protocol (Research Question 2); (c) my perceptions of
the self-coaching protocol in conjunction with using video to see myself from an etic lens
(Research Question 3); (d) how my use of theories of practice conformed with Argyris’ and
Schӧn’s (1974) conception of double-loop learning and Schӧn’s conception of the reflective
practitioner (Question 4). In this chapter, I will discuss (1) a summary of the findings of the
methods for all four research questions with connections to the literature and (2) suggestions for
education stakeholders.
Summary of Findings
In the previous chapter I narrated the story of my autoethnographic project. In this
section, I will explain the findings of the results of each research question. These results tell a
story as well, and some of the answers overlap each other. To avoid redundancy, some answers
may appear to have information that is mentioned in one section but detailed in another.
Research Question 1: Theories of Practice
RQ1 asked, “What are my theories of practice for coaching specific teachers in
improving their instructional performance?” To answer this question, I used a self-coaching
protocol to identify and map four theories of practice (Argyris and Schӧn, 1974; Houchens,
2008; Houchens, Hurt, Stobaugh, & Keedy., 2012; Houchens & Keedy, 2009; Houchens,
Stewart, & Jennings, 2017). While I told the story of how these theories of practice came about
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in Chapter Four, I will discuss the findings of the data analysis and interpretation process within
this chapter. While the self-coaching protocol (Houchens, 2008; Houchens et al., 2012;
Houchens & Keedy, 2009; Houchens et al., 2017) served as a reflective analysis tool at the end
of each phase, I also used a Longitudinal Data Matrix (Saldaña, 2013) at the conclusion of the
entire study to analyze my theories across the timespan of the project, so I could see how they
evolved over time (Appendix C). I found one overarching theme, relationships, with multiple
interwoven elements: balancing coaching light and heavy, feedback, and trust.
Relationships
I used a Longitudinal Data Matrix (Saldaña, 2013) as a second cycle analysis method and
found the evolution of my theories of practice illustrated my professional growth over time.
Studying the theories from a temporal perspective allowed me to notice changes in my thinking
as I refined my assumptions and action strategies. Beginning with basic interpersonal skills taken
from my philosophy of coaching, my assumptions shifted from an emphasis on building
relationships to bringing about changes in teacher practice and better student outcomes through
strategies like data-driven decision making. Throughout the course of the school year, my
understanding of how the interwoven components of relationships – feedback, trust, and
balancing coaching conversation - affected my coaching outcomes.
While “coaching heavier” (Killion, 2017) remained a constant focus after the second
phase, I began to see a need for a balance between “coaching heavy” and “coaching light”
(Killion, 2017) in the third phase as I was working with a veteran teacher whom I had not yet
established a sense of trust. My assumptions were changing, and now I feel I should have added
that new teachers or those lacking capacity may need more modeling or consulting, but the coach
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can learn from the clients, too. I was thinking that each coaching session is situational, and the
client may know or be able to do more than expected when treated with respect by the coach.
Another factor influencing my thoughts on trust was the experience I had in Interphase II
with feedback. In Chapter 4: Holding the Mirror, I described my interactions with the principal.
After analyzing the data, I determined I had refused the principal’s feedback due to the situation
of having a lack of trust, and if I, a passionate learner, had trouble learning in a situation with
distrust, then teachers might also have similar issues. The experience led to a new theory around
trust (Chapter 4, Figure 4): If coaching is to be received, the relationship must be built on trust.
This challenging situation around feedback and trust, caused me to change a behavior. I noticed
in my coaching session that I was reflecting on the teacher’s assumptions and not just my own.
Previously, I had been so consumed with my own experience in the session that I had not
considered the teacher’s theories of practice.
I added a theory of practice around trust after working with Ms. Wright in the third phase.
I recognized that situations in the organization or school operate under governing variables that
create conditions which affect how people behave. While I cannot control all situations, like the
culture or working conditions for the entire school, I can be aware of them and recognize that to
have an effective coaching relationship resulting in student outcomes, I must build a sense of
trust between myself and the client. I also pulled what I had learned from the feedback incident
into my theory on trust. I recognized in the conversations with the principal that there must be
teachers who did not trust me, simply had trust issues, or job security concerns. I determined that
if my clients could see my intentions and my thinking, they would trust me. So, I started a
newsletter to report the good things I saw teachers doing to encourage them and empower them.
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I also did this so my clients would trust that I believed in them and their ability to do good things
with our students.
Research Question 2: Effective Coaching Practices
RQ2 sought to determine how the self-coaching protocol (Houchens, 2008; Houchens et
al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017) guided my discovery of effective
coaching practices. While the literature review was more helpful in discovering available
practices that might work, I found the self-coaching protocol to be helpful in determining
whether I was using the strategies and approaches effectively, so I could fine-tune my skills.
Before starting the project, I reviewed the literature around effective coaching practices
and decided on a set of principles I wanted to use to improve my coaching, given I already knew
I wanted to work on relationships. Knight’s (2007) Partnership Principles offered six principles
that could be used as a guide for building relationships for effective coaching: equity, dialogue,
voice, choice, praxis, reflection, and reciprocity. These principles became my approach to
coaching. As I tried practices like questioning or listening, I related them to a corresponding
Partnership Principle (Knight, 2007). The protocol offered an opportunity to focus on observing
for coaching strategies and thinking deeply about how well I was learning the characteristics of
each. This helped me identify how well I was implementing the strategies based on my wording
and body language as well as my client’s reactions.
Given that I had already identified some effective coaching practices through the
literature, I found the self-coaching protocol guided my learning around discovering effective
practices in other ways. First, it provided time to stop and reflect. I am reminded of the Zen
saying, “We cannot see our reflection in running water. It is only in still water that we can see.”
During the school year, and especially during the workday, there is very little opportunity to stop
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for reflection on action because of the constant duties and the number of people I served. I
completed my reflections in the evenings and on the weekends at home. However, after using the
protocol at the end of the first phase, the questions continued to roll around in my mind during
my work in the second phase. By the third phase, I was noticing reflection-in-action during my
coaching, which indicated to me that I was becoming more self-aware of my thoughts and
behaviors. I found that spending time in reflection was a valuable habit for me in developing my
practice and myself.
Also, the protocol focused my attention on my theories of practice (Argyris & Schön,
1974) and the coaching strategy outcomes. In years past, I have kept notes about how classes
were performing with the focus being on the teacher, including topics of discussion and action
steps I had taken with the teacher, but my focus was never on my coaching skills. It was always
on the teachers’ behaviors. This protocol helped me connect the two. The teachers’ behaviors
reflect the effectiveness of the coaching strategies. This resulted in both a mind shift and a
practice-shift for me: My work is intertwined with the teachers’ work and bettering our
relationship will help me improve my practice regardless of the teachers’ skills and abilities.
Throughout the study, I established problems of practice and planned action steps for
addressing them. However, it was difficult to focus on my own goals and growth while
simultaneously helping teachers focus on their learning needs. As I sat down to write my
reflections each night, I ended up with the same habitual recordings of the day that I have always
written. Notably absent were comments about my action steps and strategies to focus on my
desired behaviors. In hindsight, I would have included a journal protocol that included
freewriting as well as a section with the problem of practice, a goal to address the problem, a
description of the action strategies taken that day, and a description of the progress toward
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meeting the goal. Perhaps the goal might be a habit that lends itself toward changing an
unwanted behavior or it could be an achievement goal for a coaching outcome. This would help
focus my reflections on the behavior so that instead of noticing, but never completely fixing, lots
of problems of practice, I might have a better chance of improving the practice. This would also
ensure the data was more focused on the work of improvement and not simply describing my
day-to-day responsibilities. I believe there is a benefit to exploring the everyday happenings in
the life of the coach, but further studies would benefit from focusing on the learning between
self-interviews.
The combination of the data collection methods helped me see all the pieces - planning,
coaching, and results - necessary to discovering effective practices; however, the protocol was
the component that pulled everything together.
Research Question 3
RQ3 assessed my perception of the benefits/limitations of the self-coaching protocol
(Houchens, 2008; Houchens et al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017) in
conjunction with using videos to see myself from an outside perspective. I completed a selfcoaching protocol at the culmination of each phase and after multiple rounds of re-reading and
coding, I found no limitations with the protocol itself discussed in the data. I did experience
several benefits in responding regularly to the self-interviews. The protocol was useful in guiding
my decisions on coaching strategies, and it brought about deep reflection beyond my coaching
practices, tying my whole project together.
Self-Observation of Video with Tool (RQ3)
Incorporating the self-interview protocol with self-observation on video proved to be the
most useful piece in terms of actually “seeing myself in the mirror.” While there were some
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challenges and room for revision of the way the observation took place, watching myself on
video proved to be a beneficial form of developing self-awareness as well as understanding my
problems of practice.
One of the benefits to using video in my case, was that my clients also used video to
improve their teaching, so I was able to make a connection with them by participating in the
same practice of professional learning. This created a sense of respect from some, and a sense of
tension for others who were nervous about discussing their teaching efficacy on video. I did try
to set their minds at ease about the video being focused on me, not them. I also asked their
permission prior to recording, and everyone I coached this year agreed to being recorded. For
me, the connection to teachers brought about by engaging in a similar professional learning
process instilled in me a sense of empathy for our teachers who also use video-observation for
professional learning. I did not enjoy seeing myself or hearing my voice on camera as captured
in this reflection:
Watching myself coach someone can be somewhat painful. I don’t like my voice, my
accent, or the way I look on the video – sort of frumpy with messy hair. After watching
so many videos, you’d think I could get past those superficial characteristics, but it’s
almost impossible. I’ll be watching for body language or listening for the questions when
suddenly I’m asking myself if I’ve always had that dark spot on my cheek or I’m
wondering if my voice always sounds so nasal-y, and ugh, that accent!
The self-observations reminded me of my student teaching experience, submitting video
reflections to our university supervisors who used them to evaluate me. I remember my anxiety
experienced over needing a perfect video and spending hours over-preparing. Now my purpose is
not to be perfect but instead to know where I am in my learning journey so I can move forward.
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Reflexivity
In addition to feeling a sense of empathy, I appreciated the opportunity to experience
reflexivity. The self-coaching protocol questions not only required me to delve into my thoughts
and beliefs about what I was observing on the videos but also led me to start planning my next
steps and bridging theory to practice (Argyris & Schön, 1974). Engaging in reflexivity felt
productive and even if my skills were not improving rapidly, I felt like I was at least able to
decide based on what was happening and not what I remembered happening. In this way the
video simulated reflection in action (Argyris & Schön, 1974) enabling me to think about my
coaching steps and what I could have done. The self-coaching protocol ensured I would follow
through with the actions because I had written the plan. The entry below is taken from the selfcoaching protocol, demonstrating how observing the video worked with the self-coaching
protocol to bring about reflexivity:
It was always my intention to affect student achievement with my coaching. After
watching myself coach I recognized that I was more concerned with the relationship than
I was with the effect on student achievement. The literature around coaching heavy really
helped me move my dialogue to more data-centered and goal-oriented. I believe using
this strategy is complementary to the Partnership Principles because it brought purpose to
the conversation and helped us focus on Praxis. The conversations were always about
work but relying on data made the conversations feel more productive.
Self-awareness
Another benefit of using video in conjunction with the self-coaching protocol is the
increase in self-awareness, which was coded 12 times in the data. Seeing the behaviors and the
reactions from the client helped me to recognize which strategies were working and which were
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not. In this entry from the self-coaching protocol, I provided an example of how self-awareness
affected me:
I still find myself leading the conversations, but I’m aware of it, and I think I will
get better about it through planning the conversations prior to having them. This
awareness gave me an opportunity to own the ineffective strategy and plan for
improvement.
Research Question 4: Reflective Practice and Double Loop Learning
RQ4 sought to determine whether my use of theories of practice conformed with Argyris
and Schön’s reflective practice and possibly double loop learning. The design of my project
created the opportunity to approach learning in alignment with Schön’s definition of the
reflective practitioner, having experiences in both reflecting in action and reflecting on action
that led to mind shifts and behavior changes.
The Study Design as an Experiment in Learning
I found that I conformed to being a reflective practitioner through setting up an
experiment to make my theories of practice public because in so doing, I demonstrated being
open to surprises and learning. While I was anxious about readers seeing my thoughts refracted
on the page, I felt an eagerness to learn and see improvements in my practice. The data collection
methods within the study served to capture my reflections, so they could be used to describe my
theories of practice (Argyris & Schön, 1974).
In addition to the research design, the autoethnographic approach to the research
naturally lends itself to reflective practice. Chang (2008) reported one of the benefits of
autoethnography is that it “is an excellent vehicle through which researchers come to understand
themselves and others” (p. 52). This pairs well with Schön’s (1983) reflective practitioner, who
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reflects to know her assumptions and beliefs so she can learn and improve her practice. I have
found this to be the case for me and have developed an awareness as well as a humbler approach
to my work as a result. This entry from the Phase III self-coaching protocol sums up my results:
I used to value the work over the relationship. Now, I see a balance between the two. I
have always thought relationships are crucial to having effective coaching, but now I see
that my emphasis on work has resulted in people thinking I didn’t care about them. I’m
watching for that now in both my coaching and my casual conversations. I’m finding that
being open to the idea that I may be at fault sometimes, helps me be humbler with
teachers in our conversations. That has caused me to care more about them or to realize
how much I care about them as people. I appreciate them as people more and not just as
teachers.
If the study had been conducted using an approach other than autoethnography, one that did not
look inward, I am uncertain that I would have experienced this sense of self, or these shifts in
thinking.
Reflection-in-Action versus Reflection-on-Action
Schön (1983) described the reflective practitioner as one who uses both reflection-inaction and reflection-on-action, and while I captured data describing both types, only four items
were coded for reflection-in-action and fifteen items were coded for reflection-on-action. The
moments of reflection-in-action were harder to capture because the job of an instructional coach
is intense and fast-paced. If I didn’t stop and jot a note or make an audio recording, I sometimes
forgot these memories. Using the video to self-observe compensated for the inability to capture
my reflections-in-action by providing an opportunity to relive the coaching sessions. Here is an
example of reflection-in-action taken while observing myself coach:
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I saw myself trying to think and talk at the same time, resulting in some stumbling as I
thought about where to go with the student’s data. I wanted her to see data analysis
modeled, but I also wanted her to have some opportunities to talk data too.
As I watched myself coaching, I remembered my thinking had been around the decision-making
process in the conversation, which meant my tacit knowledge was no longer helping me and I
needed to reflect in order to move forward. This process helped me become aware of reflectionin-action, which has allowed me to feel more comfortable slowing down to be more thoughtful in
my decision making.
I also used journaling in the study. I have always journaled but now I realize what I used
to see as reflection was more like recording the day’s events and activities. This resulted in
reflection on action but did not always result in a shift in thinking or habits. Even throughout this
study, most of the journal entries are simply a run-down of the day. Many of my field notes were
also a record of a happening, even though I had hoped that field notes would capture my
reflections-in-action. Schön (1987) wrote “But our reflection on our past reflection-in-action may
indirectly shape our future action” (p. 31), which I found hopeful because some of my journaling
that feels like reflection-on-action may contribute to changes in my assumptions and behaviors.
Mapping Theories of Practice
Through mapping the theories of practice, I became more reflective during my day-today activities. I started thinking about my theories and how I was living them out. I started trying
to be less defensive and noting in my journal entries when I had exhibited defensive behavior. I
began attempting to address these behaviors through a “seeing the good” newsletter and in my
dialogue and notes to teachers.
Reciprocity
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Another way my work conformed to Schön’s description of a reflective practitioner was
through the practice of reciprocity, which I engaged in as one of my coaching strategies from the
Partnership Principles (Knight, 2007). Approaching the coaching as a learner was something I
aspired to do, but according to the data, this was an espoused theory with only six coded items
and not evident as frequent in my practice. This is an area of reflection that offers potential for
future growth for me.
Double-Loop Learning
Houchens et al. (2012) and Houchens et al. (2017) designed the self-coaching protocol to
promote double loop learning, an example of a model II behavior. While not all my learning
experiences followed the model II system (Argyris & Schön, 1974), the experimental conditions
established by the study design allowed me to deeply reflect and describe the models of learning
I experienced.
At the end of Phase I, I faced a challenge described in Chapter 4 around whether focusing
on relationship building during coaching would have student learning as an outcome. I thought
about this event over the course of the study, feeling like a tight rope walker when planning my
conversation pathways - Will focusing on relationships bring the results we need? Should I spend
more time discussing data? How do I balance relationships with results? Using Argyris and
Schön’s (1974) model system, I compared the two types of learning to my theories of practice
around relationship building (Table 7).
Table 7
Model II Learning System: Theory of Practice, Building Relationships
Learning
Experience

Governing Values

Action Strategy
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Relationship
Consequences

Learning
Consequences

Model II
attributes

People responsible for
their own behavior

Joint protection of
self

Learning
oriented
norms

Public testing
of attributions

Phase I
Building
Relationships

1. The teacher uses
1. Listen with
what she knows and
interest and
understands to
empathy to
make sure students
what the
receive the
teacher is
instruction they
saying.
need.
2. The coach
2. A coaching
presents ideas
conversation can
in a way that
empower a teacher.
makes it easy
3. Support from others
for teachers to
can help us think
share their
beyond ourselves.
ideas as well.
4. The teacher has
3. Illicit the
valuable
teacher’s ideas
information.
through
dialogue.

Learning
oriented
norms.

Public testing
of attributions.

Phase II
Building
Relationships

No Change.

No Change.

Model II
attributes

Openness.

Joint control of the High choice
task.
commitment.

Double-loop
learning.

1. Listen with
interest and
empathy to
what the
teacher is
saying even if
they have
limited
experience or
conceptual
knowledge.
2. Present ideas
and
information in
a way that
makes it easy
for teachers to

Double-loop
learning.

Phase III
Added two
Building
assumptions.
Relationships 5.Teachers new to a
program or strategy
may need more
modeling and
consulting in order to
implement the intended
instruction.
6.There is always
something for the
coach to learn in a
coaching/consulting
conversation, even
when the teacher is
new or lacks capacity.
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High choice
commitment.

share their
ideas as well,
even when
consulting.
Note: Argyris & Schön (1974) established model II learning systems.
Another example of model II learning started out as a clear example of model I am
learning. Through journaling and reflecting deeply about my reaction to Mrs. Wilson with the
feedback, I was able to see that perhaps I was not being open to others’ ideas and was being
defensive.
Table 8
Model II Learning System: Theory of Practice 3, Feedback
Learning
Experience

Governing
Values

Action Strategy

Relationship
Consequences

Learning
Consequences

Model I
attribute.

Play to win in
win/lose task.

Control the task.

Defensive
relationships.

Single-loop
learning.

Interphase II

Faced with
negative
feedback in a
situation of
distrust.

Refute the feedback.
Quit

Defensive
relationship.

Single-loop
learning.

Model II
attributes

People
responsible for
own behavior.

Joint protection of
self.

Learning
oriented norms.

Public testing of
attributions.

Phase III

Faced with
negative
feedback in any
situation.

1. Separate my
Learning
emotions from my oriented norms.
immediate
response.
2. Tell myself, “It is
possible I have
done something to
deserve this
feedback.
3. Be more open to
looking for
feedback in others’

Public testing of
attributions.
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response to my
behaviors.
4. Approach the work
of coaching with a
learner mindset.
Note: Argyris and Schön (1974) established the model II learning system.
Argyris and Schön (1974) described model II learning process as:
An ideal, something to which we can spire but rarely expect to reach. It is a model that
helps us define overall, intermediate, and short-range learning goals that satisfy the
governing variables of valid information, free and informed choice, and internal
commitment to the choice (p. 97).
The results of my study supported this description with only two instances of model II learning,
and out of the two, only one could be described as double loop.
Suggestions and Recommendations
The findings of this study offer implications for school districts, instructional coaches,
and also researchers in the areas of professional improvement and instructional coaching
strategies.
Suggestions for School Districts
As education leaders establish systems for instructional coaching in their school districts,
they will consider their systems for school improvement including professional learning.
Districts may choose to incorporate instructional coaching as method for professional
development for their teachers. While the results of this study focus on the instructional coach’s
professional learning, the existing literature suggests coaching is an effective method of
professional development for teachers (Aguilar, 2013; Jacob & McGovern, 2015; Knight, 2011;
Kraft, Blazer, & Hogan, 2018), and this study may be used in visualizing a system for
instructional coaching.
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Through this research project, I learned that continuous reflective practice over time,
paired with mapping my theories of practice, helped to improve my relationship and
communication skills by creating a better sense of self-awareness.
In addition to professional development, school districts could use a similar framework
with their coaches to assist in evaluation practices. Kowal and Steiner (2007) reported a gap in
the literature around evaluation methods for coaches, and recommended districts include ways to
support professional growth needs. The present study may provide support for districts seeking
to build such an evaluation system using the self-coaching protocol (Houchens, 2008; Houchens
et al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017) and theories of practice (Argyris
& Schӧn, 1974) to determine professional learning needs.
Instructional Coaches’ Professional Development
Instructional coaches need access to effective professional learning (Killion & Harrison,
2018; Kowal & Steiner, 2007; Knight, 2009; Galluci et al. 2010); however, not all school
districts have resources available for instructional coaches to have a mentor or someone who
could coach them. Coaches without someone to provide formal feedback on coaching
effectiveness might consider the protocol from this study as a method of professional
development. Evidence from this study indicated the protocol might be useful for building selfawareness and reflexivity. Poglincco (2003), Kho, Saeed, and Mohamed (2019), Knight (2007),
and Kowal and Steiner (2007) all listed interpersonal skills as a trait of an effective coach. This
study builds on their work using the reflective self-interview protocol (Houchens, 2008;
Houchens et al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017) which allowed me to
choose which skills to focus on improving. As a result of using the self-coaching protocol, I
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became more self-aware of my theories of practice (Argyris & Schön, 1974) around
interpersonal skills and effective coaching strategies.
Instructional coaching has proven to be an effective method for professional development
of teachers (Aguilar, 2013; Gallagher et al., 2015; Jacob & McGovern, 2015; Little & Houston,
2003), and this autoethnography builds on that research by suggesting self-coaching using a
protocol has the potential to impact learning for instructional coaches as well.
Suggestions for Researchers
This study contributes to the existing literature on theories of practice (Argyris & Schön,
1974; Houchens 2008; Houchens et al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017),
and instructional coaching as a vehicle for professional learning (Jacob & McGovern, 2015;
Knight, 2007; Knight, 2011). Future studies should explore the self-coaching protocol
(Houchens, 2008; Houchens et al., 2012; Houchens & Keedy, 2009; Houchens et al., 2017) in
education fields beyond instructional coaching, such as teaching or education leadership, as well
as professions outside the realm of education. The present study used observed coaching
behaviors as a determining factor of coaching improvement. Future studies could include both
teacher and student achievement outcomes from coaching to measure coaching outcomes in the
form of student achievement results using mixed methods.
Further research using this same study design might include coaching one teacher over
time instead of multiple teachers. I work with different teachers throughout the year and did not
alter my regular work environment for the study but studying one teacher over time could
provide information on how the coach grows over time with one teacher and yield in-depth
information on the coaching effects at the teacher level.
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The autoethnographic approach is a relatively new method, with the potential to
illuminate other areas of the culture of education reform in future research projects. The
emphasis on reflection and reflexivity in autoethnography lends itself to revealing experiences in
change and reform. While my project focused inward on my own experiences with professional
learning and reflection, other autoethnographies could explore the experiences of education
leaders, teachers, or other coaches as they engage in other dimensions of the culture of school
improvement, such as implementing systems for change or addressing issues like turnover.
Summary
While I did not notice major changes to my instructional coaching skills through this
project, I did experience changes in mindset and behaviors through the process of the
autoethnography which I attribute to the deep reflective practice I engaged in through the selfcoaching protocol (Houchens, 2008; Houchens et al., 2012; Houchens & Keedy, 2009; Houchens
et al., 2017). I mapped out my theories of practice (Argyris & Schön, 1974) around coaching,
identifying relationships, feedback, and trust as important conditional situations for effective
instructional coaching. I also realized that my experiences in balancing relationships and student
achievement through coaching heavy and coaching light (Killion, 2009) led to my understanding
of how effective coaching was dependent on the interwoven components: relationships,
feedback, and trust. The self-coaching protocol combined video reflections with deep reflective
practice, which proved invaluable for developing my self-awareness around my abilities and
skills. Over time, I found my approach to communicating with people in a coaching context as
well as in regular conversation, evolved to a humbler disposition as I realized my expert stance
was not effective in building relationships or enacting change.
The reality of conducting an autoethnography was that my work life felt like an
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experiment on display for the world, which put me in a situation that allowed for double loop
learning (Argyris and Schön, 1974). I experienced all the frustrations of implementing school
reform efforts during the COVID pandemic, while simultaneously seeking to improve myself. I
found this project to be like holding up a mirror for myself. The reflection in the mirror revealed
dissonance between my espoused theories - who I wanted to be - and my theories in use, which
affected how I was being received by my clients and colleagues. I am still in the process of
rectifying that, and I now believe it will be a life journey to continually check my theories of
practice for congruence with my theories in use.
This mirror also revealed some truths about the professional learning process in schools
of reform. Our efforts at making schools better depend on our willingness to drop our defenses
so we can learn – all of us, not just the teachers. Leadership and coaching staff must be willing to
take feedback from our teachers. Also, our teachers must know that we believe in them. While
our nation’s schools have much room for improvement, the way we approach the efforts will
make a difference in the degree of implementation and the outcomes in terms of student
achievement. As we move beyond the pandemic, our students will continue to need us to hold up
that mirror, so we must continue to seek out professional learning experiences that will reflect
who we are as well as how we are making a difference.
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APPENDIX A
Self-Coaching Questions
Adapted from an interview developed by Houchens (2008)
Phase I Self-Interview
1. What is my role as a coach in this situation? What does that role mean for me?
2. What deep, underlying beliefs and values do I have about the teaching and learning
happening in these coaching sessions?
3. What has been the result of my coaching in these sessions? What has worked? Why?
4. Describe a coaching strategy that did not work. Why do you think it failed? What did
you do, or will you do differently (if anything) as a result of that failure?
5. Are my beliefs changing as I work through this coaching protocol? If yes, how are they
changing?
Phases II & Phase III Self-Interview
1. What is my role as a coach in this situation? What does that role mean for me?
2. What deep, underlying beliefs and values do I have about the teaching and learning
happening in these coaching sessions?
3. What has been the result of my coaching in these sessions? What has worked? Why?
4. What additional changes (if any) are necessary to address the problem of practice?
6. If no additional changes are necessary to address the problem of practice, describe a
coaching strategy that did not work. Why do you think it failed? What did you do or will
you do differently (if anything) as a result of that failure?
7. Are my beliefs changing as I work through this coaching protocol? If yes, how are they
changing?
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APPENDIX B
Codebook
1st Level - Open Coding
Code Name

Description

Examples

Administrative
Planning Meeting

An activity I participated in as an
instructional coach; describes how
my time was spent and what my
responsibilities are

From Self-Observations Phase II
Week II
1:00 - 3:00 Teacher Support
Meeting

Advocating for
Literacy Beyond
School

An activity I participated in as an
educator; describes how my time
was spent;

From Self-Observations Phase II
Week I
6:00-7:00 pm KRA Advocacy
Meeting

Analyzing Data

In the role of coach, I analyze
student data by myself, with other
education leaders, and with teachers
to guide our decision making about
instruction and curriculum

I’ve been reviewing the data - so
far I’m satisfied with the gains
we’re making.

Assessing teacher
efficacy

An activity, statement, or reflection I She’s organized and she’s a good
participated in or made as an
thinker.
instructional coach; Describes one
of my roles and responsibilities assessing the teacher’s behaviors to
determine her capabilities

Assumption
about coaching

My thoughts and beliefs about the
general practice of instructional
coaching

The work of the coaches is to
support teachers

Assumptions
about teaching

My thoughts and beliefs about the
general practice of teaching

My thoughts are that teachers not
only have to use them the way the
program has described them but
also in a timely manner or it will
be impossible to teach everything
that needs to be taught. I believe
that the lesson needs to be
engaging and fast-paced.

Bring Topic Back
to Purpose

As an instructional coach I steered
the coaching conversation through
dialogue to get back to the purpose
of the conversation

So they can learn (pause)

Casual
Conversation to
build relationship

An activity I participated in as an
instructional coach; casual
conversations are not focused on the

Noted in self-observing
occurrences - MM came over to
chat for a little bit.
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work of education and are intended
to build relationships
Celebration

In the role of coach, I celebrated
moments of achievement through
dialogue using words of
congratulations and encouragement

Good! Oh, that’s wonderful! Go,
go kindergarten.

Choice

In a coaching context, the teacher
was given the opportunity to decide.
One of Knight’s (2007) Partnership
Principles “teacher choice is implicit
in every communicative act and to
the greatest extent possible, teachers
have a great deal of choice in what
and how they learn.” (p. 25)

She got to make the decisions
about the areas we would focus on,
I was open and tried to be casual
about the conversation.

Clarifying

Code for questions and comments
with the purpose of clarifying the
conversation.

So, when you say “I want them to
move on to something else” are
you talking about the skill?

Coach as expert

My language and/or behavior as an
instructional coach indicates that I
viewed myself as the expert among
the group

Keep working on it.

Coach referenced
systems

As an instructional coach, I
discussed using systems as a
strategy for school improvement

And I think sometimes when we
don’t have a system in place for
how I am going to organize this, or
we don’t have time.

Coach stated next
steps

In a coaching conversation, I
verbalized the next steps the teacher
should take in their instructional
practices for the purpose of
improvement

My next to do list is going to be to
watch your learners and see how
we’re progressing toward your
goal.

coaching can
bring new
learning

As an instructional coach, I
verbalized or wrote a reflective
statement that expresses the belief
that through coaching people can
learn new ideas, skills, or concepts

The result of the coaching in this
phase has been that KP is starting
to become aware of her effect on
the culture of the class. She knows
there are some characteristics of a
culture for learning. She knows
that there are strategies she can use
to enhance student engagement.
This knowledge is not being
implemented effectively yet, but
it’s a start.

coaching
outcomes

Any action, behavior, comment
from a client that comes as a

I think the checklist worked
because it gave her a set of criteria
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reaction to a coaching conversation.
This could happen within the
coaching conversation or later in the
classroom.

to guide her observation. She was
able to look for the exact things
that should be in the lesson and
how long it should take her to do
each of them.

Coaching
Reading Program
specific

Coded when I coach or consult with
teachers around the reading
program. I am responsible for the
implementation of small group
reading and will provide feedback
and coaching to all teachers on this,
not just those who have requested
coaching.

We went through the GR book to
remind ourselves of the
assessments that go into each
child’s level determination and
reviewed how to track it.

Coaching
Strategies

Coding for actions, behaviors, or
comments that indicate a strategy is
being used to coach a teacher.
Strategies include:

I’d like to use a time on task/
engagement observation tool to see
and share with teachers exactly
how much time is actually spent
learning.

Communicating

Coding for actions, behaviors, or
comments that indicate
communication is happening
between myself and someone else.
Communication is necessary for
building relationships.

email from teacher that said thank
you for the feedback

Communicating
Sense of Value

As a coach, I communicated a sense
of value to my clients. This could be
in the form of praise, encouraging
words, or doing something
thoughtful for them.

SJ: I appreciate you and I think
that you have a real heart for kids
and that’s going to take you a long
way.

Commuting

Time spent driving to work or
driving home from work.

7:09 am
pray

confidence

I wrote about my values around
feeling confident. To me, confidence
means feeling certainty or selfassured about something.

What keeps me from saying, let’s
do it this way. Part of me thinks
it’s because I don’t mind doing it
her way.

Consulting

My actions, behaviors, or words
indicated that I was the expert in the
situation. I was telling or explaining
to a client what they needed to do
and not leaving it up to the client to
decide. It differs from “coach as
expert” in that the language is not “I

So, I notice one-syllable words,
blends, and phonemes, you could
get this in word study. Making
words. That is an analogy chart.
That’s going to help with that skill.
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Commute to work -

think you could do this” but instead
“Do this”.
Co-teaching

As an instructional coach I
demonstrated or planned the
teaching practice of co-teaching
(partnering with a teacher to instruct
the students)

She was very open in telling me
she needs help with the technology
aspect, so I was super excited to go
in and co-teach her virtual reading
groups with her.

COVID 19

I wrote about or discussed the virus
COVID 19 and any effects the virus
has had on our school system or my
work.

This pandemic has caused so many
weird situations. This morning I
observed lessons online from my
desk at central office.

Data

As an instructional coach, I reflected
on student data, analyzed student
data with a teacher, or referenced a
need for using student data

Right now, we’re sitting at about
33% of our students reading at a
novice level. We can’t afford for
them to be home right now. They
need to be at school learning to
read, learning to love learning.

Defensive
behavior

Actions, behaviors, or dialogue that
indicates resistance to someone
else’s idea

In some ways I felt under attack
during this meeting because I
guess I’m responsible for laying
out the expectations. Have I not
done that?

Dialogue

Knight’s (2007) Partnership
Principles. Code when coach and
teacher “engage in conversation that
encourages others to speak their
minds, and they try their best to
listen authentically and to fully
understand what others say” (p. 25).

I enjoyed the conversation and I
think she did. She’s easy to talk
to, and I think she enjoys the
reflection based on her smile and
her conscientious work habits.

District Planning
Meeting

A planning event that requires my
time as one of my responsibilities as
a District Instructional Facilitator.
At the meeting, I provide input on
district-level decisions.

3:30 Met with Mr. Forsythe about
Russellville Ready

Empathizing

Actions, behaviors or words that
indicate I, the instructional coach,
am understanding and possibly
sharing the feelings of someone with
whom I am speaking.

And this is why I say that, not
because I come in here and I see
clutter, because I actually am a
little bit cluttered myself, if you go
in my ..go look in my room it
looks a little cluttered too

Emphasizing the
importance of

As an instructional coach, I am
making known how important
student achievement is.

emphasizing the importance of
student achievement using the
phrase “so they can learn.”
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student
achievement
Empower

I either expressed a value around
“empower” or demonstrated
behavior that empowered someone.

I must be very careful to make sure
she feels confident about her
teaching while at the same time
helping her see where she can
make improvements.

Encouraging

I either expressed a value around
“empower” or demonstrated
behavior that was encouraging to
someone.

SJ: You showed them you cared,
which is important to you. I love
it!

Equality

One of the qualities of Knight’s
(2007) Partnership Principles
meaning “collaborating teachers are
recognized as equal partners and
…no one’s view is more important
or valuable than anyone else’s” (p.
24)

Tomorrow we have PLCs and
while I enjoy providing input (of
course, my strength) I struggle to
make them collaborative. I thought
of bringing talking chips to make
sure everyone's voice is heard

Equity

assumptions or behaviors that
demonstrate fairness

entire community has an equitable
opportunity to learn

Establishing
Purpose for
Coaching
Conversation

An action I took to establish purpose
in a coaching conversation with a
teacher.

We want to set up this engaging
classroom where the kids are
getting along with each other, and
they’re wanting to learn. We want
to set up not just a CHAMPS
behavior management, but we also
must have some engaging
opportunities, some opportunities
for them to be engaged. Right
now, I want you to think about
some of the routines,

Explaining a
Strategy

I explained a strategy to a teacher

SJ: So we want to get some things
about it are, you want to have a
visual representation for it, and I’ll
get you a little checklist just like
this other one. You want to have a
visual representation of it.

Facilitating
Planning
Conversation

I acted as a facilitator in a planning
conversation.

We had a good meeting with the
second-grade team. They brought
their data and we discussed it.

Facilitating
professional

I acted as a facilitator in a
professional learning setting for
teachers. This may have included

2:00 pm 1st & 2nd Grade Writing
PLC
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learning for
teachers

Professional Learning Communities
or Trainings that I led.

feedback

I expressed a thought or feeling
about feedback, or I gave feedback
to someone. The data could be the
feedback I gave or feedback that
was given to me.

She seems hung up on the fact that
people need feedback - which I
agree with - and that they should
be OK with that feedback being
given to them in a straightforward
way -

Goal setting

Assumptions and behaviors around
the topic of setting goals

My next goal with JL will be to
work on getting her to analyze the
data and make the connection

Growth Mindset

Assumptions and behaviors
demonstrating a growth mindset
(Carol Dweck)

I love working with that
group. They are genuine, they talk
openly about the work.

GT Coordinator
Work

Coding activities and events where
my role is GT Coordinator. One of
my responsibilities as District
Instructional Facilitator is Gifted
and Talented Coordinator. This
work takes up my time.

Also, after school Katy and I met
with teachers about GT

Helping a teacher
with her work

Coding actions, behaviors, words
that indicate I am helping a teacher
accomplish their duties and
responsibilities outside of
coaching. Examples: grading
papers, cleaning rooms, putting
away books.

3:30 pm Helped rearrange
shelves in the library

Importance of
Literacy

Actions, behaviors, or words that
indicate literacy is important. This
speaks to one of my beliefs about
education.

engaging lessons involving a wide
range of texts

Instructional
Coaching

Code when I am demonstrating
behaviors or having a conversation
with a client about improving his or
her professional practice.

Miss Tracey and I sat down to go
over her plans for math.

Joy

Code when someone demonstrates
actions, behaviors, or words that
indicate a happy feeling.

I enjoyed listening to the teachers
talk about their assessment
processes and results.

Laughing

Code for this action when the coach
or the client demonstrates laughing.

She is laughing throughout the
conversation which wasn’t
happening when we first began
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working together. She is starting to
relax and be more open.
Listening

Code when the coach is
demonstrating behaviors that
indicate I am trying to hear what
another person is saying. This could
be in any setting or context.
Behaviors could include looking at
the speaker, asking questions,
nodding, or making various facial
expressions in response to the other
person’s dialogue.

I tried to listen to her thinking just
to understand and hear her
perspective, and in some cases I
think I did, like with the
timer. But in others I started
thinking immediately of solutions
and I even interrupted her a couple
of times I think.

Modeling
instruction

As an instructional coach, I model a
lesson for the teacher to demonstrate
a teaching strategy. The teacher
observes me instructing the students
in his or her class. Then we debrief
what we observed.

12:00 Modeled for teacher the use
of google meet with Literacy
Footprints and Virtual Letter Tray

Naming teaching
strategy during
coaching

During a coaching conversation,
either the client or I give a name for
a teaching strategy so that the client
will remember the strategy and we
will have common language about
instructional practices.

So, I wondered if you would
indulge me in this, there’s a
strategy that’s called SLANT,
have you seen it?

Notetaking

Coded when I am taking notes or
writing during a coaching
conversation. This practice requires
my body language to be directed at
the paper instead of the client.

I’m just taking a few notes

Observing

As an instructional coach, I
observed a lesson or discussed
observing a lesson.

Lisa came and we observed
together

Open

A mindset that is demonstrated by
listening to new ideas and being
flexible to change or trying
something new.

She is laughing throughout the
conversation which wasn’t
happening when we first began
working together. She is starting to
relax and be more open

Overwhelmed

Described behaviors that indicated I
was overwhelmed with the work of
being an instructional coach.

It feels like I’m running on about
50 different directions.

Paperwork

Responsibilities that I must
complete, which involve
documenting or recording or writing

Ugh. Running Edgenuity reports
is my least favorite part of my
job. I was supposed to run reports

150

either on paper, a form, or a
computer document. Types of
paperwork I may be required to
complete include timesheets,
evaluation forms, GT reports, or
coaching plans.

on Friday morning, but I don’t
have access to a color printer, so I
had to wait until Penny got
there. Then, Penni was in one
room and the printer was in the
other. The process was kind of
complicated, but we were getting it
done.

Passion

Code when actions, behaviors, or
language indicates a strong
emotional positive feeling of
enthusiasm about the work.

I’m excited to see how it
looks! I’m filming next
Wednesday so I guess I’ll find out!

Planning

As an instructional coach, I planned
my work

I need to go back and check their
binders for handouts from the
summer trainings. I’m also going
to look on our website with the GR
section to see if the resources there
are quality.

Planning
coaching
conversations

As an instructional coach, I planned After watching first grade, I’m a
the conversation I would have with a little nervous about learning
teacher.
centers. We have a lot of
misbehavior during that time. I’d
like to use a time on
task/engagement observation tool
to see and share with teachers
exactly how much time is actually
spent learning.

Planning Grant
Event

Referenced a behavior or action that
revolved around preparing for an
event paid for by a grant.

1:00 pm Striving Readers Grant
meeting with GRREC to hear
about opportunities

Praxis

A Partnership Principle (Knight,
2007). Code when the coach and
teacher are engaged in learning a
new teaching strategy. This could
include the coach introducing,
explaining, or suggesting a strategy.
It could include the teacher asking
questions about a teaching strategy.

Teacher: And I did write that I
messed it up first. I just skipped
over this whole part and then we
went back after the book! (Laugh)
Me: That’s the beauty of a
checklist, you know? Cause you
can find those things for yourself.
So.

Preparedness

A feeling I experienced during my
work that indicated I was ready for
the work

I felt like I may not have been as
prepared for the conversation as I
should have been. I’m not as good
at Math as I am reading, and I was
thinking to myself that I wasn’t
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sure of the best practices for math
routines. I’m going to have to read
more about that.
professional
learning

Describes professional learning that
I engaged in including formal
training, webinars, meetings to
deliver information as well as
informal learning that I experienced
through my practice.

We had our district Next
Generation training today,

program
management

Describes a behavior or reference to
work around managing a program
including, but not limited to, Guided
Reading, Edgenuity, or Gifted and
Talented.

12:30 Passed out Guided Reading
supplies

Progress Toward
Goal

Coaching conversation includes
language around the teacher making
progress toward classroom goals.

How’s it going toward our goal?

providing
resources

As a coach, actions, behaviors, or
language indicating I have shared a
resource in the form of a product
including but not limited to a book,
game, teaching unit, or
informational website.

She wanted more help with
clapping syllables, so I’m going to
pull some resources for her.

Questioning

Actions, behaviors, or words
indicating I have used this coaching
strategy.

I think this affected my
questioning because I didn’t know
the best direction to lead her with
the questions.

Rank Student
Behaviors in
Order of
Importance

A coaching strategy. Code when
actions, behaviors, or words indicate
this strategy is being used.

Out of those four things, what do
you think is the most important
thing for your class to function
well and have a strong culture?

Reciprocity

A Partnership Principle (Knight)
which means the coach and the
client/s are both learning through the
learning experience. Code when
actions, behaviors, or words indicate
both the coach and client/s are
learning together through the
coaching conversation or
professional learning event.

I am also learning about her –
what she understands about small
group instruction and what’s
important to her. She asks
questions, so I think she is an open
learner. She has some ideas about
where the students are as far as
their reading levels, but she still
asks questions about the work, so I
think she’s a little unsure of her
decision-making.
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Referenced a
Resource

As the instructional coach, I made a
comment to a client in reference to a
resource that was available or had
been provided.

We went through the GR book to
remind ourselves of the
assessments that go into each
child’s level determination and
reviewed how to track it.

Reflection

Code during coaching session to
show demonstration of Partnership
Principal - actions, behaviors, and
language that indicate the coach
and/or client are thinking back to the
lesson or the work to move the
instruction forward.

I felt like there wasn’t enough
collaboration. I remembered
writing about talking chips last
week but didn’t use them. I’m
going to talk to Robin and Kaylee
about it this week. I think we can
reframe the question – What will
you do about students … and
instead say What could she do …
to the group.

Relationships

Behaviors with the intent to build
relationships.

I sent my newsletter out today, and
I got a very sweet email from
Mindy telling me that it was
positive and looked great. Cassie
emailed and told me she loved it. It
got 160 views today, so I'm
hopeful that this could be a good
way to communicate and spread
good vibes across schools.

Respect

Code when actions, behaviors, or
words indicate the coach has
demonstrated a feeling of respect
(admiration) for the client/s.
Relevant for relationship building.

My goal this week is to be very
respectful, and I will do that by
listening to understand not to
solve. This is hard for me because
we have a big problem! and I want
to solve it, but I know they do too.
I want to hear their ideas too.

Results of
Coaching

The result of the coaching in this
phase has been that KP is starting
to become aware of her effect on
the culture of the class.

Reviewing
Teacher Goal
with Teacher

We reviewed the goals, that we’re
trying to get 80% of the students to
be engaged and on task for 20
minutes at least. And we talked
about what that meant for you as
far as having good classroom
management and a good culture
for learning.
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Reviewing Work
from Last
Conversation

Coaching strategy. Code when the
coach and/or client are discussing
the work from the previous
conversation to set a focus and
establish a sense of place in the
midst of the work.

SJ: And so, the last time when we
talked, you said you had some
things that you were going to work
on. You were going to work on,
well, you were thinking that the
students were not as independent
as they needed to be and that you
were going to name a helper
within the class to help cut down
on some of your, so you could
focus while they were doing
independent work there would be
someone to help with that. You
were also going to help with some
of the management side by posting
some CHAMPS visual reminders
so and really going over those
CHAMPS expectations for when
they were in different areas. So
how did that go?

Role classroom
supporter

Killion & Harrison (2018) described
as collaborating with teachers to
plan instruction, model lessons, and
have coaching conversations.

I also worked with Tera for a little
bit at VLA. We got a plan together
to determine which students had
mastered their workload in the Fall
semester and start pulling
assignments that weren't on the
priority list.

Role curriculum
specialist

Killion and Harrison (2018)
supporting teachers' understanding
of the content they teach through
developing pacing guides,
assessments and curriculum

I feel like I was trying to help her
shape the lesson with the routines

Role data coach

Killion described it as working with
teachers to analyze student data to
make instructional decisions.

12:00 Met with Elizabeth to
discuss collecting data for GR

Role instructional
specialist

Killion described it as focusing on
implementation of the curriculum.

I’m wondering about her
interpretation of the lesson
plans. What part does she play
with them and how is she
preparing to teach them? Her
lessons look different than the
other first grade lessons, but the
plan is the same. I’m going to
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make a little list of questions to
talk her through and then have her
walk me through the plan.
Role Learner

Killion and Harrison (2018) when
coach spends time reflecting and
improving her practice

I hope I was able to convey that
we will be learning together in the
area of math – I think I told her
that at one point.

Role learning
facilitator

Killion and Harrison (2018)
described planning and facilitating
professional learning experiences for
educators in the school or district.

We had PLCs and again I felt like
there wasn’t enough
collaboration. I remembered
writing about talking chips last
week but didn’t use them.

Role Mentor

Killion and Harrison (2018)
described mentoring as

My roles when coaching KP
include instructional specialist and
mentor. I have to be prepared with
several instructional strategies for
KP to consider as options for her
class and then help her think
through which option would be
best for her learners.

Role resource
provider

Killion and Harrison (2018)
described this as pulling
instructional resources like activity
ideas, books, and articles for
teachers.

I focused on her and her students,
and I told her I’d pull some
sources

Role School
Leader

Killion and Harrison (2018)
described this as

I met with Mindy, Michelle, and
Debbie to follow up on the K
report cards. I'm disappointed that
Debbie didn't take care of them
sooner and I think at the end of the
day I'm going to have to do them
myself.

Russellville
Ready

As an instructional coach, I was
working on one of my
responsibilities to lead the district
initiative that focused on student
performance assessments at fifth
grade level

Russellville Ready – 5th grade met
to review the unit today. The
teachers – well mostly Mr. K –
weren’t as enthusiastic as we
were. Mr. K. basically said he
would have liked some say/voice
in the planning of the topic.

Schedule Change

A change to a regularly scheduled
event was noted.

Usually, I’m at VLA on Fridays
but given that I spent the day there
on Monday, I spent most of the
day at SES today.
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Scheduling

A note or documentation of
scheduling an activity

What would be a good day for us
to look at that together or for us to
video?
RC: I’m free next week. I’m free
whenever.

School Planning
Meeting

An event that includes planning at
the school level. This reveals one of
my responsibilities as an
Instructional Facilitator. It requires
time.

1:00 Teacher Support Meeting

Seeing the Good

“the act of watching for and
commenting on positive things
others do” (Knight, 2016)

I see some potential in Kelsey with
her love for the kids

Shifting Thinking

As an instructional coach, I use
dialogue to shift the thinking of the
teacher. This may be to bring the
client back on topic or to align his or
her thinking with the teacher goal
we have created.

But our target is on the learning
piece of it, what we want to do is
we do want to create an
environment where they get along
with each other. And I think what
we have to do is figure out how to
do that but still place great
emphasis on that learning because
the reason that they come to school
is for the learning, right?

Striving Readers

A grant our district uses to fund
literacy activities. One of my
responsibilities is to carry out the
work of the Striving Readers Grant.

3:00 Striving Readers Grant
Meeting

Student
Engagement

Code discussions or reflections that
include the words student
engagement. Student engagement
may be the topic of a coaching
conversation.

I did see a range of engagement
though.

Suggesting Ideas

I suggest ideas about the teaching
strategies or behaviors that might be
effective to a client.

so teaching kids how to engage in
the lesson might be our first step.
So tell me what you’re going to do
next

Talk Time

Coded when I mention talk time in a But I think I need to let her have
journal or reflection. Also coded
some silence and wait for her to
when I notice in the video there is an say more.
imbalance between teacher talk time
and coach talk time.

Talk to me about
that a little bit

IN VIVO coding - Words used by
myself in a coaching conversation to
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Talk to me about that a little bit

encourage a teacher to talk more
about an idea he or she has shared.
Indicates the coach is listening.
Talked Over
Teacher

Coded when my behaviors indicate
that I have talked while the teacher
is talking. Code video of action
doing this or in a journal entry
reflecting on this action.

I said OK multiple times while she
was talking sort of talking over
her. (-)

Teacher
Articulates Next
Steps

In a coaching conversation, the
client talks about what he or she will
do next.

What are your next steps?
KP: I think I’m going to start my
Google Meet tomorrow by
teaching them about SLANT. And
showing them how and why. Lots
of positive reinforcement for
friends that are doing what they’re
supposed to be doing. Maybe not
acknowledge the negatives while
we’re still working on it. I think I
can make a little poster to stick
behind me, like a little picture of
what SLANTING looks like

Teacher Asked
Questions During
Coaching

During a coaching conversation, the
client asked the coach a question.

Teacher: If some are ready to go
on to something else does the
whole group have to be ready or
can I start implementing a different
activity as they get ready?

Teacher Choice

A Partnership Principle (Knight). In
a coaching conversation, there is
evidence to suggest that the client
has the opportunity to make choices
for him or herself.

I caught myself at one point trying
to steer to directly and I think I
even said, I’m not trying to tell
you what to do or something like
that.

Teacher Did Not
Remember Goal

When in the coaching conversation,
the client was not able to remember
the goal set at a previous coaching
session. This may indicate the
teacher has not been working with
the goal in mind.

KP: Ummmm

Teacher
Emotional

The teacher/client demonstrated
emotional behavior or language in a
coaching conversation. This is
limited to being brought about from
the coaching conversation.

KP: (crying)
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Teacher
Identified
Problem of
Practice Through
Coaching

Coding for teacher comments that
signal he or she has identified a
problem of practice within her
teaching. It does not include the
coach telling the client what the
problem of practice is. It signals that
the teacher has experienced
reflection on her actions. It may
come through questioning from the
coach or through data analysis or the
teacher’s own reflection.

She discussed the timing issue and
the realization that she wasn’t
using her timer – she’s going to
start.

Teacher initiated
conversation

Coded when the teacher initiated a
conversation with me. It does not
have to be about coaching. It signals
a relationship with the client.

She sent me a weird email that told
me she was struggling with virtual
GR lessons, so I offered to coteach
and help her.

Teacher
Perception of
Coach

Coding teacher comments or
behaviors that make me think the
teacher has expressed a perception
about me. As I try to build
relationships, I am trying to be
aware of my client’s perceptions.
Being able to notice this for coding
purposes signals an ability within
me as the coach to read a client’s
behavior.

I took notes while she was talking
and had to look down – not sure
how she perceived that because I
wasn’t looking at her while she
spoke (-)

Teacher
When I capture my reflection-inReflecting During action while I am coaching.
Coaching

So, like I was thinking… I’m
thinking that I’m spending too
much time on the books so
…because this takes up a lot of
time too.

Teaching students When my role became to teach
students as a substitute. This is not
an example of modeling lessons for
teachers.

8:30 Teaching RISE due to
absence of a teacher & no sub

Team Coaching

As the instructional coach, I
facilitated a coaching conversation
with a team

I also had a 2nd-grade data chat in
the afternoon which went pretty
well.

Testing students

I spent time administering a test to
students.

Mrs. Gilbert and I started working
on the GR level tests today. She's a
hard worker and finished all of the
3rd and most of the 2nd-grade tests
today. I started organizing and
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printing the tests for each class. I
can't wait to see how they do.
Thought Partner

I referred to or demonstrated being a
thought partner with a teacher.

Then I’ll be happy to be a thought
partner with you on that.

Time

I commented on or made a note
about time.

My schedule is nuts though, and I
can't imagine adding very many
more coaching sessions.

Tired

I expressed a feeling of being tired.

I am exhausted.

Trust

Actions, behaviors, words reveal a
feeling of trust, reliability, or truth
between the coach and client. This is
relevant to relationship building.

Trust is built when people are
honest and reliable. I need to be
more reliable.

using a checklist

I documented this coaching strategy
when it was put into use.

I gave her the iPad video and a
checklist to watch herself, but we
need to debrief.

Validating

This coaching behavior was coded
to explain my coaching actions in
response to a client’s comments or
behaviors signaling that I supported
their actions or behaviors.

Repeated her ideas about creating
strong classroom culture back to
her (+)

Video Recording
for a teacher

I documented spending time video
recording a teacher during a lesson.

12:00 Record lesson in RC room

VLA staff

As an instructional facilitator, I was
a school leader of the Virtual
Learning Academy and spent time
with the other people who were
teaching and working with this
school. I coded time spent with that
school as VLA staff.

7:30 Worked on Progress Reports
for VLA

Voice

One of Knight’s (2007) Partnership
Principles meaning “all individuals
in the partnership have an
opportunity to express their points of
view.” (p. 25)

SJ: Oh, OK, so I feel like this has
been sort of a whirlwind. Was it
helpful to look at it this way?
JL: It was helpful.

what we do
matters

I expressed or demonstrated the
value that what you do matters.

Your choices affect you and the
others around you.

Wondering about
teacher
underlying
assumptions

I expressed a question or an interest
in another educator’s underlying
assumptions or beliefs

guess I need to find out why they
don’t want to be coached. What
are their beliefs about the coaching
process and why are they avoiding
Lisa?
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Second Cycle Coding
Code

Description

Example

Coach Feeling

Code for words that describe
how I am feeling

I enjoyed listening to the teachers talk
about their assessment processes and
results.

Effective
Coaching
Strategies

Evidence that suggests I used a
coaching strategy that was
effective

My coaching strategies in this phase
included questioning, the use of
surveys, and offering a teaching
strategy.

Ineffective
Practices

Evidence of coaching behaviors
and practices that did not work
when I tried them or have been
described in the existing
literature as ineffective.

She doesn’t seem to be able to connect
the data to practice on her own so I
ended up doing a lot of the talking
about each child’s data.

Coaching Heavy

Code for coaching behaviors
that align to Killion’s (2010)
definition “Coaching heavy
focuses on developing and using
professional expertise of
educators and deepening the
body of knowledge about the
field of teaching” (p. 9).

Right now, we’re sitting at about 33%
of our students reading at a novice
level. We can’t afford for them to be
home right now. They need to be at
school learning to read, learning to love
learning.

Coaching Light

Code for coaching behaviors
that align to Killion’s (2010)
definition “. Coaching light
focuses on pursuing areas of
interest grounded in little more
than preference.” (p. 9).

I was open and tried to be casual about
the conversation.

Coaching
Outcomes

Descriptions and behaviors that
illustrate a result of the coaching
conversation; consider evidence
relating to or responsive to
theories of practice action
strategies.

The questioning was not as effective as
it could have been because I wasn’t
able to use the questions to guide us
through a path of learning. She would
say everything is fine and they’re all
good and don’t need any help, so I
ended up interjecting a lot. Questioning
is something I want to become better
at, but I still had some issues with
coaching light, so for now I will focus
on that.
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Partnership
Principles

Code for behaviors that
demonstrate Knight’s (2011)
Partnership Principles including
equity, voice, choice, dialogue,
reflection, respect

Then I’ll be happy to be a thought
partner with you on that.

Listening

Code behaviors that indicate I
was listening to the person I with
whom I was speaking; listening
suggests that the dialogue will be
respectful and the relationship
will be strengthened.

I tried to listen to her thinking just to
understand and hear her perspective,
and in some cases I think I did, like
with the timer.

Questioning

Code for questions as well as
I think this affected my questioning
reflections on questions that I
because I didn’t know the best
asked during coaching sessions; I direction to lead her with the questions.
asked many types of questions
and coded some In Vivo but it
makes more sense to have them
grouped as questions

COVID 19

Code situations, events, and
behaviors that happen due to the
COVID 19 pandemic. The
pandemic had an effect on my
work as an instructional coach

This pandemic has caused so many
weird situations. This morning I
observed lessons online from my desk
at central office.

Culture of
School
Improvement

Code behaviors, assumptions,
comments, and events that
illustrate the culture of school
improvement. Fullan defines
school culture as “the guiding
beliefs and values evident in the
way a school operates” (2007).

It made me think she’s thinking about
this from a standards-based approach,
which is good.

Feedback

Code for behaviors, actions, and
language that is demonstrated by
the coach or the teachers to
communicate information about
how effective or ineffective the
receiver is

Of course, the feedback today was
mostly positive. It’s easier to be
thankful about positive feedback.

Reflective
Practitioner

Evidence that I am demonstrating
behaviors and beliefs as
described by Argyris and Schon
(1974) as a reflective
practitioner: reflection on action,

While I’m not sure if my beliefs about
teaching or coaching are changing, I do
see that what I thought I was doing in
my coaching sessions is not quite what
was playing out. I believed I was
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reflection in action, learning single loop, double loop

having these very helpful conversations
with teachers, and they may be
somewhat helpful, but I have not been
getting to the part where we impact
learning.

Relationships

Coding for behaviors, actions,
and language that impacts the
connection between the people
who are communicating. This
could be positive or negative.

I sent my newsletter out today, and I
got a very sweet email from Mindy
telling me that it was positive and
looked great. Cassie emailed and told
me she loved it. It got 160 views today,
so I'm hopeful that this could be a good
way to communicate and spread good
vibes across schools.

Responsibilities
of the Coach

Coding for behaviors, actions,
Worked on the Guided Reading Data
and language that indicate I as
Chart – fixed the color coding and
the instructional coach, am
started analyzing data
responsible for a particular duty
that is being carried out including
paperwork, planning, scheduling,
testing students, etc.

Roles of the
Instructional
Coach

Coding for behaviors, actions,
and language that demonstrate
one of the coaching roles as set
by Killion (2017): instructional
specialist, learner, learning
facilitator, mentor, resource
provider, school leader, data
coach, curriculum specialist,
classroom supporter

Role Learner: I hope I was able to
convey that we will be learning
together in the area of math – I think I
told her that at one point.

Self-Coaching
Protocol as a
Guide

Coding for statements and
behaviors that describe the
protocol - this could be
referencing it, naming benefits or
limitations or explaining how the
elements of the protocol were
useful

Watching myself on video and
analyzing the behaviors and dialogue
has helped me see that they are giving
me feedback to help me improve too. I
need to be more open to it. It is
challenging to think about adjusting my
thinking, but I’m asking the teachers to
adjust their thinking too. So, I guess
I’m developing a sense of empathy that
I may not have had.

Theories of
Practice

Combines all codes required to
create a theory of practice:
assumptions, beliefs, practices

A coaching conversation can empower
a teacher. Support from others can
help us think beyond ourselves.
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explaining my reasoning for the
actions I am involved in
Problem of
Practice

Statements, behaviors, and
reflections that demonstrate an
awareness of a problem of
practice or that signal a
difference between an espoused
theory and a behavior or practice.
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My problem of practice from Phase I
was about building better relationships
with teachers, so they felt empowered
and confident when making decisions
in the classroom. I planned to address
that problem by improving my dialogue
through better listening and by sharing
ideas in a way that encouraged teachers
to share their ideas too. I have not
accomplished this yet. I need to talk
less and listen more.

APPENDIX C
Longitudinal Data Matrix
Data Time Pool/Pond: From July 1, 2020 Through March 1, 2021
Study: Professional Growth Autoethnography
Researcher: Sara Jennings
Problem of
Practice
How will I
build better
relationships
with teachers
so that they
feel
empowered
and confident
to make
decisions in
their
classrooms?

Phase I
Oct. 26 - Nov.
6, 2020

Phase II
Nov. 30 - Dec.
11, 2020

Interphase
Dec. 12 - Feb. 2,
2021

Phase III
Feb. 2 - Feb. 13,
2021

Assumptions:
1.The teacher
uses what
she knows
and
understands
to make sure
students
receive the
instruction
they
need. When
people know
better, they
do better.
2.A coaching
conversation
can
empower a
teacher.
3.Support
from others
can help us
think
beyond
ourselves.
4.The teacher
has valuable
information
and creative
ideas that
should be
heard.
Action
Strategies:

Assumptions:
1.The teacher
uses what she
knows and
understands to
make sure
students
receive the
instruction
they
need. When
people know
better, they do
better.
2.A coaching
conversation
can empower
a teacher.
3.Support from
others can
help us think
beyond
ourselves.
4.The teacher
has valuable
information
and creative
ideas that
should be
heard.
Action
Strategies:
1. Listen with
interest and
empathy to

Period of
reflection and
change - I was
trying to come to
terms with my
relationship
issues with
teachers in the
building. See a
new theory map
below.

Assumptions:
1. The teacher uses
what he knows
and understands to
make sure students
receive the
instruction they
need. When
people know
better, they do
better.
2. A coaching
conversation can
empower a
teacher.
3. Support from
others can help us
think beyond
ourselves.
4. The teacher has
valuable
information and
creative ideas that
should be heard.
5. Teachers new to a
program or
strategy may need
more modeling
and consulting in
order to implement
the intended
instruction.
6. There is always
something for the
coach to learn in a
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1.Listen with
interest and
empathy to
what the
teacher is
saying.
2.The coach
will share
ideas in a
way that
makes it easy
for teachers
to share their
ideas as
well.
3.Illicit the
teacher’s
ideas through
dialogue.
Coaching
Effects:
1. Foster
dialogue that
establishes
the teacher
and me as
thinking
partners.
2. Improved
student
achievement

How can I
coach
“heavier”
while
building
collegial
relationships
with
teachers?

what the
teacher is
saying.
2. Present ideas
in a way that
makes it easy
for teachers
to share their
ideas as
well.
3. Illicit the
teacher’s
ideas through
dialogue.
Coaching
Effects:
1. Foster
dialogue that
establishes
the teacher
and me as
thinking
partners.
2. Improved
student
achievement

Assumptions:
1.Building
rapport with
the teacher
requires me to
communicate
respectfully
with the
teacher.
2.When
communicatio
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coaching/consultin
g conversation,
even when the
teacher is new or
lacks capacity.
Action Strategies:
1. Listen with interest
and empathy to
what the teacher is
saying even if they
have limited
experience or
conceptual
knowledge.
2. Present ideas and
information in a
way that makes it
easy for teachers to
share their ideas as
well, even when
consulting.
3. Illicit the teacher’s
ideas through
dialogue.
Coaching Effects:
1. Foster dialogue that
establishes the
teacher and me as
thinking partners.
2. The teacher will
feel valued and will
trust the coach.
3. Improved student
achievement
Assumptions:
Assumptions:
1.Building
1. Building rapport
rapport with
with the teacher
the teacher
requires me to
requires me to
communicate
communicate
respectfully with
respectfully
the teacher.
with the
2. When
teacher.
communication is
2.When
only about the
communication
work and never

n is only about
the work and
never includes
a connection
to the
teacher’s life,
the teacher
may perceive
the coach does
not care about
him or her.
3.Conversations
focused on
student
learning and
data can bring
new learning
about students
and guide for
future
planning.
4.I must
intentionally
look for
specific
“good” to
include in the
conversation
because I
naturally
notice more
negative than
positive.
Action
Strategies:
1. Provide
feedback on
the
interaction
between
student
engagement
and
performance,
and teaching
skills.
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is only about
the work and
never includes
a connection to
the teacher’s
life, the teacher
may perceive
the coach does
not care about
him or her.
3.Conversations
focused on
student
learning and
data can bring
new learning
about students
and guide for
future
planning.
4.I must
intentionally
look for
specific “good”
to include in
the
conversation
because I
naturally notice
more negative
than positive.
Action
Strategies:
1. Provide
feedback on
the interaction
between
student
engagement
and
performance,
and teaching
skills.
2. Communicate
the “good” to
the teacher in

includes a
connection to the
teacher’s life, the
teacher may
perceive the coach
does not care about
him or her.
3. Conversations
focused on student
learning and data
(praxis) can bring
new learning about
students and guide
for future
planning.
4. I must
intentionally look
for specific “good”
to include in the
conversation
because I naturally
notice more
negative than
positive.
Action Strategies:
1. Provide feedback
on the interaction
between student
engagement and
performance, and
teaching skills.
2. Communicate the
“good” to the
teacher in a “direct,
specific, and nonattributive”
(Knight, 2016, pp.
118-119) way.
Coaching Effects:
1. Teachers will feel a
heightened sense
of professionalism
(Killion, 2008) as
well as feel
respected by the
coach.

2. Communicate
the “good” to
the teacher in
a “direct,
specific, and
nonattributive”
(Knight,
2016, pp.
118-119)
way.
Coaching
Effects:
1. Teachers will
feel a
heightened
sense of
professionalis
m (Killion,
2008) as well
as feel
respected by
the coach.
2. Teachers
better
understand
their
curriculum,
instructional
practices, and
knowledge of
their students’
abilities.
3. The
conversation
produced a
sense of
responsibility
and
commitment
to student
learning.
4. Student
achievement
will increase.
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a “direct,
2. Teachers better
specific, and
understand their
noncurriculum,
attributive”
instructional
(Knight, 2016,
practices, and
pp. 118-119)
knowledge of their
way.
students’ abilities.
Coaching
3. The conversation
Effects:
produced a sense
1. Teachers will
of responsibility
feel a
and commitment to
heightened
student learning.
sense of
4. Student
professionalis
achievement will
m (Killion,
increase.
2008) as well
as feel
respected by
the coach.
2. Teachers
better
understand
their
curriculum,
instructional
practices, and
knowledge of
their students’
abilities.
3. The
conversation
produced a
sense of
responsibility
and
commitment
to student
learning.
4. Student
achievement
will increase.

Assumptions:
Assumptions:
1. Feedback
1. Feedback
about
about
performance
performance
is critical to
is critical to
understanding
understanding
etic
etic
perceptions of
perceptions of
my practice.
my practice.
2. Feedback to
2. Feedback to
me is based
me is based on
on my
my
performance
performance
in many
in many forms
forms by
by reacting to
reacting to my
my behaviors
behaviors - body
body
language,
language,
verbal and
verbal and
written
written
comments to
comments to
me, or
me, or
comments
comments
about me to
about me to
others.
others.
3. How I process
3. How I process
the feedback
the feedback
given to me,
given to me,
reveals my
reveals my
emotional
emotional
intelligence
intelligence
and my
and my
underlying
underlying
assumptions
assumptions
about the
about the
situation.
situation.
4. I have a
4. I have a
difficult time
difficult time
controlling my
controlling
emotions and
my emotions
sense of selfand sense of
efficacy when
self-efficacy
I receive
when I
negative or
receive
critical
negative or
feedback. I

I need to use
feedback
from teachers
and
administrator
s to improve
my coaching.
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critical
feedback. I
tend to be
defensive
about
negative or
critical
feedback
unless I have
already
recognized
that behavior
myself.
5. I do not like
to make
mistakes and
tend to view
negative
feedback with
the
perspective,
“I have made
a mistake”
which causes
my cortisol to
flood my
hippocampus
and an
anxiety
attack.

tend to be
defensive
about negative
or critical
feedback
unless I have
already
recognized
that behavior
myself.
5. I do not like to
make mistakes
and tend to
view negative
feedback with
the
perspective, “I
have made a
mistake”
which causes
my cortisol to
flood my
hippocampus
and an anxiety
attack.

Action Strategies:
1. I will separate
my emotions
from my
immediate
Action
response.
Strategies:
2. I will tell
1. I will
myself
separate my
immediately,
emotions
“it is possible
from my
that I have
immediate
done
response.
something to
2. I will tell
deserve this
myself
feedback.
immediately,
What could I
“it is possible
have done?”
that I have
And spend
done
time reflecting
something to
on my
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deserve this
behaviors and
feedback.
assumptions
What could I
around this
have done?”
feedback.
And spend
3. Be more open
time
about
reflecting on
feedback by
my behaviors
looking for
and
others’
assumptions
responses to
around this
my behaviors
feedback.
in body
3. Be more
language,
open about
dialogue, and
feedback by
follow-up
looking for
actions.
others’
4. I will
responses to
approach the
my behaviors
work of
in body
coaching with
language,
a “learner”
dialogue, and
mindset
follow-up
instead of an
actions.
“expert”
4. I will
mindset.
approach the Coaching Effects:
work of
1. By projecting
coaching
a more open
with a
disposition to
“learner”
colleagues,
mindset
teachers will
instead of an
open up to me
“expert”
and exhibit
mindset.
body
Coaching
language,
Effects:
dialogue, and
1. By projecting
follow-up
a more open
actions that
disposition to
show they are
colleagues,
changing
teachers will
behaviors as a
open up to me
result of the
and exhibit
coaching.
body
2. Student
language,
achievement
dialogue, and
will increase.
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follow-up
actions that
show they are
changing
behaviors as a
result of the
coaching.
2. Student
achievement
will
increase.
Assumptions:
1. If people
could see my
intentions and
thinking, they
would trust
me.
2. I believe
people see me
as part of the
leadership
team that has
created the
building
culture of
anxiety.
3. Trust is built
when people
are honest and
reliable. I
need to be
more reliable.
4. Trust is
complex - the
coach’s
behavior and
the culture of
the building
contribute to
trust. If the
culture of the
school is
anxietyriddled,

Creating
trusting
relationships
is critical to
effective
coaching.
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developing
trust is more
difficult.
5. For coaching
to be
effective, I
must have a
trusting
relationship
with my
clients.
Action Strategies:
1. Do what I say
I will do.
2. Be transparent
by revealing
my intentions
and thinking
to my clients.
3. Maintain
confidentiality
of clients and
be transparent
with the client
about what
must be
reported to the
principal.
Coaching Effects:
1. Teachers will
trust me and
will be more
appreciative
of my support
in their
comments
about me.
2. Teachers will
be more likely
to apply
learning from
coaching
sessions to
their
instruction.

172

3. Student
achievement
will improve.
Tracking change in values and beliefs over time
What
Increases/
Emerges

What is
Cumulative

Assumptio
ns and
action
strategies
targeting
behaviors
necessary
for
building
relationshi
ps with
teachers.

Relationship
s are key to
success in
coaching.
All problems
revealed in
the study
have to do
with
communicati
ng in a way
that builds
relationships.

What kinds
of Surges/
Epiphanies/
turning
points

What
Decreases/
Ceases

Between
Assumptio
phases I
ns about
and II, I
noticed that
I was
coaching
light placing
more
emphasis
on building
relationship
s than on
increasing
teaching
skills and
student
achievemen
t.
Between
phases II
and III, I
experience
d a shift in
thinking
about
feedback
leading to a
theory of
practice
around
that.
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What
remains
Constant
/consistent

Idiosyncrat
ic

What is
Missing

My
assumptions
about
empowerme
nt and
building
capacity.
Throughout
the study,
my
assumption
was that
coaching
can
empower
teachers
and lead to
better
instruction
and student
achievemen
t.

The shift
about
feedback
was unique
in that it
did not
come from
watching
myself
coach or
even from
direct
teacher
feedback.
It came
from a
disagreeme
nt with the
principal in
which she
said
teachers
didn’t like
me. This
was in
contrast to
what
teachers
were
telling me
and I had
trust issues
with the
principal.

While the
problems
of practice
don’t
specificall
y state
coaching
strategies,
they do
revolve
around the
Partnershi
p
Principles
even
though in
most
cases the
language
describes
assumptio
ns and
actions
that speak
to the
principle
instead of
the name
of the
principle.

There was
no change
in the
second
problem of
practice
over time.
Coaching
heavier
remained a
focus of my

thoughts
while I was
working
with
teachers
even though
I was trying
to be more
relational in
the way I
accomplish
ed coaching
heavy.

However,
the public
nature of
having my
journals
revealed
through the
project
caused me
to reflect
more
deeply
resulting in
a shift in
thinking.

INTERRELATIONSHIPS

CHANGES THAT
PARTICIPANT/CONCEPT
OPPOSE/HARMONIZE
RHYTHMS
The problems of practice
WITH HUMAN
all focus on
DEV/SOCIAL
There is a rhythm to the concept of
communicating to
PROCESSES
relationship building - Some
improve relationships.
assumptions remain constant:
My changes over time
There is also a
include becoming more
As I work with new teachers, my
relationship that appears
reflective as I struggled
assumptions and action strategies shift
in the third theory and
to build relationships
a little bit to consider how to affect the
carries over into the fourth even as my focus was on new client’s instruction. So even
that seems more reflexive building relationships.
though my underlying beliefs about
- almost a relationship
The theories shift from
coaching don’t shift much, I add to
between my thoughts and dialogue and
them a little bit as I learn.
my spoken words and
conversations to internal
outward behaviors.
conversation and
transparency for
reliability.
PRELIMINARY ASSERTIONS AS DATA ANALYSIS PROGRESSES
In reviewing the assumptions and action strategies with outcomes over time, I can see my
assumptions about building relationships to improve in coaching becoming more and more
open over time.
All of the theories seem to be somewhat cliche or obvious statements about treating people
with respect. I think most people say they do these things or want to do these things - trust,
communicate, take feedback, be positive - but living it out is a different story. I tried to be very
open about what was keeping me from succeeding and it turns out it was basic interpersonal
skills.
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